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The American School Counseling Association (ASCA) created the American
School Counseling National Model to guide best practices in the school setting.
Professional school counselors are encouraged to implement this model in order to
increase student achievement and personal/social growth through a comprehensive school
counseling program. Although this is the recommended model for school counselors,
many districts have failed to implement it. This study examined the relationship among
beliefs, various demographic variables, and program implementation to determine the
combination of variables that would best explain the variance in program
implementation. Data collected through the School Counseling Program Implementation
Scale (SCPIS) and School Counseling Program Component Scale (SCPCS) instruments
were analyzed through hierarchical multiple regression to determine regression models
that best accounted for prediction of program implementation. Based on this research,
school counselor beliefs in using data for program improvement accounted for the
greatest degree of variance in specific model implementation.
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INTRODUCTION
The American School Counseling Association (ASCA, 2012) developed a
comprehensive school counseling model that focuses on students’ academic, career, and
personal/social development. Professional school counselors are encouraged to adopt the
ASCA National Model and to apply it to their comprehensive school counseling program
(Baker, 2011). Although this model is recommended for school counselors, little is
known about school counselor’s beliefs about the model and how those beliefs impact
their willingness to implement it in practice. Professional school counselors and
comprehensive school counseling programs are vital components in the United States
educational system (Pyne, 2011). The ASCA National Model was developed to maximize
the benefits of school counselors and school counseling programs.
Comprehensive School Counseling Program
A comprehensive school counseling program (CSCP) is used when explaining the
program development processes that a professional school counselor implements.
Varying themes may influence what a CSCP looks like, depending on the individual
school needs. Lapan (2012) conducted a research study that examined multiple CSCP and
found vast differences between implementation practices in each program. These
differences were explained by each schools individual needs and goals. CSCP consists of
developmental, administrative, counseling, and service oriented tasks that encompass the
8

ASCA National Model (Dollarhide, 2011). “A comprehensive school counseling
program, driven by student data and based on standards in academic, career and personal
social development, promotes and enhances the learning process of all students” (ASCA,
2012, p. 14). The CSCP is the entire program the professional school counselor
implements, it encompasses the program activities and interventions based on the ASCA
National Model. Castro-Atwater (2013) explained the “key to success” for a
comprehensive school counseling program is adequate training, ongoing assessments
program evaluation, goal implementation, flexibility, and school and community support.
The CSCP was modified to become a whole system approach to school counseling after
the Education Trust’s Transforming School Counseling Initiative advocated for revision
of the school counseling profession.
The Education Trust is a national program that supports academic success at all
educational levels. The organization works alongside the numerous people working
within public education to promote stronger, healthier, more organized educational
systems. The Education Trust gives a voice to students that might otherwise be
overlooked. Education Trust’s Transforming School Counseling Initiative was
instrumental in defining the role of the school counselor as focusing on student
achievement through whole system approach and removing responsibility of noncounseling duties (Bardoshi & Duncan, 2009). The Education Trust is an organization
that promotes high achievement for students in all levels of education (Education Trust,
2011). The ASCA National Model was a responsive measure to the Education Trust’s
initiative that provided a specific protocol for the development of a CSCP. Today, the
CSCP focuses on student development, assessment, and accountability (Dahir, Burnham,
9

& Stone, 2009). A CSCP also develops leadership skills, promotes education, and
supports personal and social development (Sink, 2009). Researchers have shown that
students who are a part of a CSCP achieve higher academically, demonstrate improved
classroom behavior, and develop more effective, well-rounded peer relationships (Dahir
et al., 2009). Understanding the CSCP structural format supports the needs for
implementation in the school, but it was not always the comprehensive program that is
known today.
Development of the ASCA National Model
The school counseling profession has evolved over the years due to changing
school demands, social changes, and culture influence (Baker, 2011). A school counselor
is a professional who is certified or licensed by a state to support a comprehensive school
counseling program that is designed to address students’ academic, career, and
personal/social development needs (Dollarhide, 2011). Professional school counselors
must have a minimum of a master’s degree with school counseling course work including
an internship to train for specific job role. School counselors also have an obligation to
make ethically responsible decisions that support and advocate for students’ well-being
(Huey, 2011). Knowledgeable of ethical standards for practice, models of intervention,
strategies for program development, application of technologies, and strategies for
advancing student outcomes are essential components of a CSCP (Dollarhide & Saginak,
2011). Professional school counselors are trained to take a leadership role in setting the
positive culture of the school. School counselor attitudes should be aimed at encouraging
collaboration among other professionals within the school. However the counseling
profession has not always clearly defined the job roles, tasks, and guidelines for school
10

counselors. Prior to implementation of the ASCA National Model, the definition of
school counseling varied from state to state. The ASCA model was first introduced in
2003, and since then has gone through three major revisions with the final revision
occurring in 2012. Over the past decade ASCA implemented a program called
Recognized ASCA Model Program (RAMP). This program was developed to recognize
individual schools that have committed to full scale implementation of the ASCA
National Model (Wilkerson, Perusse, & Hughes, 2013). More specifically, RAMP was
developed to support and raise awareness of a CSCP and its direct impact on positive
student performance (2013). Schools that successfully implement RAMP can be deemed
as a recognized school. Wilkerson et. al. (2013) discovered significantly positive
outcomes on student achievement at designated RAMP school programs, particularly in
math performance at an elementary level. The process of RAMP helped in the revisions
of the ASCA model that took place in 2005 and 2012.
The ASCA National Model was developed to provide a unifying framework for
all professional school counselors. Historically, school counselors had very different roles
than their contemporary counterparts. In the 1900s school counselors were considered to
be vocational guidance teachers and were mainly considered to be administration. In the
1920s the school counseling profession started to change due to a mental health and child
study movement (ASCA, 2012). This examination of the needs of students encouraged
the profession to consider the social and emotional aspects of student development within
the context of an educational setting. In the 1930s an unofficial list of school counseling
duties was distributed moving the profession from administrative duties to a more
guidance approach.
11

The 1940s and 1950s brought change by expanding the number of school
counseling professionals in the schools due to much-needed services surrounding the war
efforts. ASCA was established in 1952 and brought a national identity to the counseling
profession. The 1960s and 70s ushered in the concept of a school counselor but specific
job identity was still undefined. During this time educational settings began to understand
the vast importance of healthy social, emotional, and vocational development and the
direct impact this was having on elementary, middle, and high school educational settings
(Dollarhide, 2011).
In 1975 The Education Act of all Handicapped Children expanded school
counseling services to all children with disabilities (Lambie & Williams, 2004). This was
a step forward to services for children, but added many additional roles to the school
counselors enormous list of tasks. In the 1980’s additional legislation and publications
influenced the field. In 1983, A Nation at Risk was published by the National
Commission of Excellence in Education and focused on student’s achievement gap in the
US (Lambie & Williams, 2004). Raising numbers of students identified as high risk and
dropout rates were souring. This became a wake-up call for school counselors to raise
and meet student every changing needs. The challenges of running efficient programs
that supported each individual student became increasingly difficult. At the end of the
1990s a task force of 15 school counselors came together to begin work on what is now
known as the ASCA National Model (Schwallie-Giddis, ter Maat, & Pak, 2003). After
countless hours of work, a comprehensive approach encompassing foundation, delivery,
management, and accountability made up the components of the ASCA National Model
(2003). This model was then distributed to many states as a way of promoting advocacy,
12

collaboration and leadership that would promote system change within the schools
(2003).
Since 2012, there has been a revised model that focuses on these same
components but with heavier emphasis on the delivery system within the schools. Slowly,
over the last 15 years the model has grown in popularity as being the foundation for
counseling educators and school counselors. All of these changes and ever present
compounding job roles make the school counselor an even more essential part of the
school system.
ASCA National Model
The ASCA National Model is a collaborative effort designed to benefit students,
teachers, parents, administration and community stakeholders (ASCA, 2012). The model
is divided into four components and four themes to support the collaborative design.
Foundation, management, delivery, and accountability encompass the four major
components while the consistent themes throughout these components are leadership,
advocacy, collaboration, and systematic change (2012). Wilkerson and Eschbach (2009)
reported that the ASCA National Model provides school counselors with all the essential
tools to directly impact children’s social, emotional, and academic performance in the
school setting. This model also contains student and professional competencies that
create a road map for accomplishing the tasks delineated in the four themes. The ASCA
National Model is effective in prioritizing the essential goals and function to support a
comprehensive school counseling program (Maras, Coleman, Gysbers, Herman, &
Stanley, 2013). The model integrates four main components (foundation, management,
delivery, accountability) that encompass four majors themes (leadership, advocacy,
13

collaboration, systemic change) that are supported by student and professional
competencies. The themes are supported and explained in each of the main components
of the model. This comprehensive model provides a descriptive and thorough guide for
the profession and entire school system.
Foundation of the ASCA National Model. At the core of the ASCA National
Model is a focus on comprehensive school counseling program development, student
outcomes, and competencies (ASCA, 2012). The foundational components of the ASCA
National Model are used to focus on student outcomes and support professional
competencies. One of the first steps in adopting the model is to create a mission and
vision statement for the comprehensive school counseling program as well as a strategic
plan for achieving the school counseling program’s mission. Under the ASCA National
Model, school counselors create mission statements that capture the essence of a school
counseling program’s purpose and aspirational goals. The aspirational goals are then
individually developed in measureable terms. These measurable goals consist of the
foundational domains that outline the ASCA National Model. The foundation component
essentially revolves around the student and professional competencies.
Program development. The program focus of the foundation component of the
ASCA National Model is data driven for direction and future goal planning. Program
focus is implemented by belief and philosophy statements. Research studies are used to
support overall school improvement, leadership, and organizational effectiveness through
the program focus within the foundations component of the model (Pyne, 2011).
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Establishing a clear picture of where the program has been and where it needs to go is
best practice of implementation. The program focus steers the programs overall direction.
Student outcomes. The primary goal of a comprehensive professional school
counseling program is to demonstrate a positive impact on academic, career, and
personal/social development for students within the school system. School counselors do
this through a variety of assessment activities including: monitoring student growth,
identification of barriers in learning, assessment and evaluation of individual, group, and
classroom guidance activities, addressing data associated with behavior and achievement,
and program audits that address program improvement.
Student competencies. Professional school counselors place an emphasis on the
academic, career, and personal/social development of students within their school system.
The ASCA student competencies help the professional school counselor to set goals
aimed toward enhancing the learning process of all students (ASCA, 2012). While a
primary focus on development within the school system, school counselors also focus on
the overall educational framework, national career development, and state/district
standards. These extended focal points can be used to reinforce student attainment of the
CSCP competencies. It is important for school counselors to develop a clear vision for
addressing student competencies that are in place to support the school program.
Examples might be assisting a student with appropriate skills for transition into
postsecondary education which could include visiting college campuses; establishing
career readiness and skills for specific jobs; recruitment days on campus; career
inventories; and job shadowing or aiding in college application processes. The
15

professional school counselor can aid in establishing all of these programs that directly
support the student’s career development. Student competencies provide a framework for
developing program strategies that guide school counseling interventions.
Professional competencies. “The ASCA school counselor competencies outline
the knowledge, attitude, and skills that ensure school counselors are equipped to meet the
rigorous demands of the profession” (ASCA, 2012, p. 15). School counselors must
master a range of professional competencies that ensure effective program delivery
within a school system. In other words, professional school counselors must have the
knowledge, attitudes, and skills to ensure that students are getting what they need with
regard to academic, career, and personal/social development. The ASCA National Model
requires school counselors to be self-evaluative and to determine their level of
competency in each foundational area. Where deficiencies occur, school counselors
should obtain additional training and consult with other professional school counselors.
Management of the ASCA National Model. The second component of the
ASCA National Model is management. While delivery of services is the primary duty of
a professional school counselor, they also must be able to effectively manage the school
counseling program. Under the ASCA National Model school counselors use
organizational assessments and tools to manage school counseling duties effectively. For
example, school counselors must be able to develop and manage an academic calendar.
Specific organization of daily, weekly, monthly, and yearly professional school
counseling activities supports job identity and strategy implementation (i.e., response to
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intervention activities, school counseling-based lesson plans, annual agreements, needs
assessments, yearly calendars, school counseling competencies assessments).
Delivery of the ASCA National Model. The delivery component of the ASCA
National Model provides services for students, parents, teachers, administration, and
community involved in the school. The delivery component is designed to support
interaction and services, while establishing buy-in and system support. The delivery
component has two main areas consisting of direct student services and indirect student
services (ASCA, 2012). Direct services contain school counseling core curriculum,
individual student planning, and response services (ASCA, 2012). Indirect student
services result in referrals, consultation, collaboration, community organizations, as well
as parent and teacher outreach (ASCA, 2012). The delivery system can be seen as the
action component because it encourages direct interaction for both direct and indirect
services.
Accountability within the ASCA National Model. The accountability
component of the ASCA National Model focuses on collection, analysis, and
interpretation of data. This focal point encourages school counselors to establish
measurable goals that can assist in positive student change (ASCA, 2012). The
performance of the school counseling program is a key component in accountability.
Professional school counselors should collect evidence from a variety of sources that
demonstrates the relationship between the CSCP and student achievement. School
counselors can collect information on attendance, successes, failures, responsibilities,
behaviors or other measurable outcomes that can provide insight into necessary areas for
17

program improvement. “School counselors, who do not have access to a common or
approved list of programs, services, or curriculum, and who had no unified structure by
which to evaluate the school counseling programs efficiency, often perform what is
sometimes referred to as “random acts of guidance” (Hatch & Chen-Hayes, 2008, p.7).
The accountability component of this model can be seen as the backbone of systematic
change and program improvement.
Themes
The ASCA National Model consists of four themes that are concurrent for
effective foundation, delivery, management, and accountability systems delivery. These
four themes consist of leadership, advocacy, collaboration, and systematic change
(ASCA, 2012). ASCA defines school counseling leadership as academic/student support,
advances in the comprehensive school counseling program, and promotes professional
identity. Advocacy is a combination of the leadership role that ideally advocates for high
academic, career, and personal/social standards and support. School counselors are in a
position to advocate for a multitude of issues such as family support, college preparation,
equality, and systems of oppression to act as agents of change in the school settings
(Parikh, Post, & Flowers, 2011). Collaboration is an essential theme within the National
Model. School counselors are encouraged to implement effective teambuilding
approaches that encourage collaboration of students, teachers, and all other staff in
support of school and individual student success. Systematic change is encompassed in
all components of the model ensuring that everything executed has a purpose to impact
school and student positively; promoting increased successes. These themes are designed
to support all components and create follow-through and system buy in. When executing
18

the model effectively the components of foundation, management, delivery, and
accountability are executed through using model themes of leadership, advocacy,
collaboration, and systematic change.
Beliefs about the ASCA National Model
What are beliefs and how do they impact school counseling? Generally, beliefs
can be defined as a cognitive process of conviction in and around something that may not
be tangible. The ASCA National Model was developed to create a culture of
accountability within school systems and to guide the actions of professional school
counselors. While the ASCA model is an important element in driving the move toward
accountability, it can only be successful if school counselors believe in its utility.
Understanding the nature of school counselor beliefs about the ASCA National Model is
critical. The foundations component of the ASCA National Model emphasizes the vital
importance of school counselor beliefs. If school counselors don’t believe in the model,
then the likelihood of appropriate implementation is diminished and student outcomes
can be impacted negatively (Hatch & Chen-Hayes, 2008).
The ASCA National Model was developed to improve the school system and to
have a positive impact on learning environments for all students. Hatch and Chen-Hayes
(2008) examined beliefs about the ASCA model and found that fear of data is a primary
issue among school counselors. Because the model is heavily focused on accountability
and data driven practice, the fear of data can impact beliefs about the model and the
implementation related to accountability practices.
While data and accountability are elemental in the ASCA model, there are many
other aspects. The ASCA model is complex and if a school counselor does not believe a
19

specific competency/goal or task is important, than implementation is threatened. Both
personal and model beliefs can have individual or compounding impacts (e.g., the school
counselor does not believe data collection on career planning is necessary so data were
not collected, or the school counselor doesn’t believe in a particular religious celebration
and therefore doesn’t incorporate it into multicultural activities). Assessing current
beliefs and behaviors surrounding the ASCA National Model can provide critical
information in predicting future impact in the school environment (Hatch & Chen-Hayes,
2008). Beliefs are a key component to understanding school counselor interactions within
the school system.
Changing school environment
Brown and Trusty (2005) examined the link between school counselors and
student outcomes. Through their study, they were able to demonstrate that school
counselor effort and student performance are strongly correlated (2005). What generates
effort in terms of the school counselor and job activities? While a primary focus in
today’s schools is on academic support and accountability, belief in the ASCA model is a
critical component that can increase school counselor effort and inevitably improve
student outcome (Brown & Trusty, 2005). Because a link exists among belief, effort, and
outcome, understanding school counselor’s conceptualization of the ASCA model
becomes even more critical.
Implementation of the ASCA National Model
Implementation is the process of placing elements of the model into CSCP
operations. Effective implementation of the ASCA National Model is imperative to the
20

success of a CSCP. While believing in the model is important, professional school
counselors also must be able to transform written competencies from the ASCA National
Model into operations within the school environment.
The ASCA model is a structured implementation and effective implementation
involves the collection of data to demonstrate the success of the CSCP. Implementation is
a complex process to standardize because every school setting is unique. The model must
be implemented throughout its entirety to support and maintain school counseling
programs that directly impacts parents, teachers, students, administration and the
community (Lapan, 2012). Each school varies in strengths, areas for growth, and specific
needs. Because of the variations across schools, the development of a CSCP based on the
ASCA National Model can be time intensive and may require an extended period to fully
implement. Thus, instead of solely examining schools with full implementations, it is
important to recognize that each school setting may be at different stages of
implementation.
Among those schools interested in developing a CSCP based on the model, the
level of implementation can vary from a fully functioning model to early planning stages.
While researchers have shown that ASCA National Model implementation has positive
impact on all students (Studer, Diambra, Breckner, & Heidel, 2011), because of the
varying degrees of implementation, it is difficult to measure an overall impact of the
model on student outcomes. Research on state and individual school outcomes has been
positive with regard to model implementation. A study on Utah’s school counseling
programs with fully implemented ASCA National Model CSCPs were directly related to
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higher test scores and improved student outcomes (Carey, Harrington, Martin, &
Stevenson, 2012).
If it is clear through research that a CSCP positively impacts students then why is
implementation so difficult? Many researchers have hypothesized that numerous model
implementation hurdles exist. Payne (2011) noted that some of the implementation
hurdles experienced by schools include: lack of administrative support; communication
and correct job role defined with all staff; and high student counselor ratios. Of course,
change can be a difficult process and ASCA worked to address the difficulties schools
might experience with regard to change. As a direct response to issues being experienced
by various schools attempting to implement the model, ASCA developed the RAMP to
identify those schools that were successful in implementation. By identifying schools as
RAMP qualified, other schools would have a model by which to tailor their
implementation process. The RAMP program allows for the development of model
programs that can serve as a representative of successful implementation to those schools
struggling with the transition from knowledge to practice (Maras, Coleman, Gysberg,
Herman, & Stanley, 2013). With today’s ever-changing school systems ASCA National
Model implementation not only directly impacts the student but the entire school
systems.
Problem Statement
Much research has been conducted on the ASCA National Model and its positive
impact on the school environment (Moyer & Yu, 2012). While effective National Model
implementation is vital to the success of a CSCP program, researchers suggest that
effective implementation is threatened when the beliefs of school counselors are not
22

aligned with the spirit of the model (Clemens, Carey, & Harrington, 2010; Hatch &
Hayes, 2008). Clearly beliefs about the model and implementation of the model are two
critical components linked to student outcomes. However, these two components have
never been examined together in one study. It is important to examine the variance that
can be attributed to the combination of beliefs and implementation practices.
Examination of the individual and combined predictive nature of these
components, it might help illuminate potential explanations of the relationship between
the ASCA National Model and student outcomes (Hatch & Chen-Hayes, 2008). Thus,
this research will fill a gap in the literature by examining the predictive relationship of
beliefs of school counselors on implementation practices related to the ASCA National
Model. By examining this relationship and the variance that can be explained by a
combination of variables, the future success of CSCP programs can be improved.
Statement of Purpose
The purpose of the study was to examine the accuracy of predicting
implementation of the ASCA National Model based on school counselor beliefs. An
examination of the degree to which beliefs explain the variance in implementation
practices can give insight into school counselor preparation, professional development,
and ongoing support practices. While the variables examined may not explain 100% of
the variance related to implementation of the model, the purpose is to determine the
amount of variance in implementation practices that can be explained by the selected set
of beliefs from the SCPCS and to determine the best model to predict implementation
practices in school settings.
23

Summary
The ASCA National Model is a complex framework for establishing an effective
CSCP. The comprehensive school counseling programs support the fundamental success
in academic, career, and social/emotional goals for all students within the school system
(Bringman, Mueller, & Lee, 2010). Over the years, hurdles have been identified that have
inhibited successful CSCP and ASCA model implementation. One specific hurdle has
centered on school counselor beliefs in the ASCA National Model. However, little
research has been done to demonstrate the degree to which beliefs predict
implementation. While there is no clear picture of the combination of variables that
predict successful implementation, it is clear that school counselors must have a variety
of knowledge, skills, and tools to effectively promote student outcomes (Carey &
Dimmitt, 2012). An examination of the relationships among variables and the ability of
those variables to predict implementation can result in a better understanding of how to
develop a CSCP within a school system hierarchy (Walsh, Barrett, & DePaul, 2007).
Definition of Terms
Annual agreements. Annual agreements enable the school counselor to present
his/her CSCP to an administrator in an organized fashion with goals that will be
accomplished for each academic year. School counselors collaborate with school staff to
set an annual plan for the school counseling program. This agreement consists of school
wide program implementation activities.
Advisory council. The school counseling advisory council consists of selected
students, parents, teachers, school counselors, administration, and community members,
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who meet regularly to review and make recommendations to improve the school
counseling program.
Competency and program assessment. School counselors are required to be
reflective of their own skill level and competency. They should use measures to track
their competency and need for additional training. School counselors also are required to
develop a plan and process for assessing the effectiveness of their comprehensive school
counseling program.
Use of time assessment. Time assessment is recommended to adhere to the
recommended 80% time allotment for direct services to students. Professional school
counselors should work towards a daily plan that incorporates only 20% of indirect
services. Indirect services could include consultation, parent-teacher meetings, program
planning, organizational administration, or clerical duties. Direct services would
encompass responsive services, group counseling, individual counseling and planning,
school counseling curriculum, or classroom guidance.
Use of data. Data were used to support all other components of the ASCA
National Model. The data results can support change or continuation of programs.
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REVIEW OF THE LITERATURE
This review of literature is focused on all components of the ASCA National
Model and how they relate to school counselor beliefs. The ASCA model is an
established structure for the development of an effective school counseling program that
could impact the future of many students. The model was created in order to support
professional school counselors’ design, development, implementation, and evaluation of
a data driven school counseling program (Maras et al., 2013). The impact of this model,
when effectively implemented, has been shown to significantly support the entire school
system (Ockerman, Mason, & Hollenbeck, 2012). The ASCA National Model not only
has the potential to impact the day-to-day operations but also to shape the identity of the
professional school counselor (Mason, Ockerman, & Chen-Hayes, 2013).
The 2012 revision of the ASCA National Model focuses more than ever on
delivery and support of students’ academic, career, social, and emotional development
and achievement. The model provides a step-by-step process for school counselors to
build a data driven, comprehensive school counseling program. The framework is divided
into four components that research has shown to have the most significant impact on
student performance (Moyer & Yu, 2012). Within each of these four components,
specific competencies are mapped out for students and school counselors.
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In order to fully understand the potential effectiveness of the model and areas for
expanded research, it is important to explore existing literature on the following topics:
(a) historical background on school counseling effectiveness; (b) major issues that have
occurred in the development and emergence of the ASCA National Model; (c)
background on all variables that may impact the current study; (d) related theories that
support this research; (e) and literature that is relevant to the research questions and
hypotheses.
Literature Review Search Criteria
Researchers have found myriad factors that directly contribute to school
counseling effectiveness (Carey & Dimmitt, 2012; Lapan, 2012; Maras et al., 2013;
Tarabochia, 2013; Wilkerson et al., 2013). With the evolution of the professional school
counseling profession, multiple factors can be considered that directly influence
implementation of the ASCA National Model. Research on school counseling outcomes;
emerging issues; evidence-based practice; ASCA model evolution and revisions; and
theory related research are just a few of the contributing influences impacting school
counseling effectiveness over the years.
A limited but exhaustive review of the literature was conducted examining
research after the 2012 revision of the ASCA model. The time frame was selected
because of the significant model changes that impact current implementation. Each
revision of the model has become more clearly defined for school counselors; thus
enabling more effective implementation (Wilkerson et al., 2013). The search was also
limited to quantitative studies that examined either beliefs or implementation strategies
related to the ASCA National Model. Because numerous studies have been conducted
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over the years, it was important to limit the scope of the review in order to arrive at a
meaningful organization of the literature specific to the current study.
The literature review is focused on research retrieved from (a) EBSCO, (b)
Academic Search Premier, (c) and PsycINFO. Keyword searches were conducted using
combinations of the following terms (a) school counseling, (b) quantitative studies, (c)
school counseling in the USA, (e) school counseling outcomes (f) and school counseling
implementation. These key word searches helped to narrow thousands of articles to a
specific 129 studies that met the general focus of the current study. From the 129 studies,
20 of these current research studies met specific criteria for this research project.
Although each search provided valuable information regarding model outcome and
implementation, few studies included research that specifically examined model belief or
model implementation. In order to provide a broader perspective to introduce the ideas of
belief and implementation, the search also included school counseling outcomes as well
as implementation and school counseling in the USA.
Historical Background of School Counseling Effectiveness
Over the last decade active dialogue about professional identity and its impact on
the ASCA model implementation have been in the forefront of professional school
counseling. An examination of the multiple components that promote or suppress model
implementation should be conducted in order to fully understand how the model relates
to the practice of professional school counseling. Before examining the literature
specifically related to model implementation, it is important to provide a context for the
model development. One key aspect of the dialogue has been the relationship between
school counseling education and credentialing. Although strides have been made to
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standardize credentialing and education of professional school counselors, ultimately the
divide between training and credentialing have weakened professional identity (Moyer &
Yu, 2012). Differences in credentialing and education not only weaken, but also make it
difficult to unify the profession. For example, five states require teaching experience to
become a professional school counselor (i.e., Alabama, Nebraska, Oregon, Rhode Island,
and Texas) while the remaining states do not endorse teacher preparation as a route to
becoming a school counselor (Moyer & Yu, 2012). Three states (i.e., Arizona,
Connecticut, and Delaware) allow for an alternate certification route to the role of
professional school counselor. Clearly there are differences from state to state with regard
to basic preparation standards for the profession. It also is important to note that a
multitude of credentialing differences exists. The lack of agreement from state to state
drives a further wedge among professional school counselors with regard to a
comprehensive and unified model for practice. Understanding the differences in state to
state credentialing is an important point in the discussion of ASCA model
implementation.
Researchers within the school counseling arena have often indicated that having a
strong ASCA National Model directly increases ACT scores and statewide achievement
tests (Carey, Harrington, Martin, & Hoffman, 2012; Dimmitt, Wilkerson, & Lapan, 2012;
Hartline & Cobia, 2012), In addition to high stakes outcomes, there has been a clear
association between the model and decreased suspension rates, decreased
discipline/behavioral referrals, increased attendance and overall higher student academic
achievement (Maras et al., 2013; Moyer & Yu, 2012; Stevens & Wilkerson, 2010). In
2012, Carey and Dimmit (2012) conducted a research study that examined program
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outcome and implementation of the National Model across six different states. One of the
main factors discovered was that effective ASCA model implementation in the school
settings only worked with well-developed and organized delivery system. The
researchers went on to explain that all six states had different needs but a differentiated
delivery system and focused guide to manage all these activities was a consistent
component of effective implementation (Carey & Dimmitt, 2012).
Dimmitt et al. (2012) conducted an additional study to identify a correlation
between student outcomes and a comprehensive school counseling program.
Comprehensive school counseling services were provided across all major domains
focusing on academic success of students; college and career counseling services;
addressing personal and social needs of students; use of data, and parental involvement.
Dimmitt et al. indicated that a growing body of research highly supported improved
student outcomes with a working comprehensive school counseling program. The
researchers found unequal access to working comprehensive school counseling programs
between affluent and underprivileged school districts. More specifically, they found that
students and schools that qualify for more free or reduced lunches had less resources and
a much greater need for comprehensive school counseling programs (Dimmitt et al.,
2012). Reportedly the schools with larger numbers of students who qualified for free or
reduced lunches showed increased benefits from a working comprehensive school
counseling program on a variety of areas that supported not just academic success but
overall student outcomes in areas such as attendance, bullying, responsiveness of parents,
and personal belonging (Castro-Atwater, 2013; Dimmitt et al., 2012; Hatch & ChenHayes, 2008; Lapan, 2012).
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In 2013, researchers examined the process of meeting mental health needs
through transforming school counseling programs (Gruman, Marston, & Koon, 2013).
The researchers presented a case on a rural high school that transformed its school
counseling program into a database decision-making program. School staff members, in
conjunction with school counselors, were able to analyze data that supported best
practices and created data driven action plans. The overall results indicated that school
counselors with comprehensive school counseling programs and data driven action plans
fueled academic success and achievement (Gruman et al., 2013). Gruman et al. found that
academic success soared to over 20% above the state average after implementing this
data driven comprehensive school counseling program. Repeatedly researchers have
shown higher student outcome achievement with an integrated data driven and supported
comprehensive school counseling program (Carey & Dimmitt, 2012; Dimmitt et al.,
2012; Gruman et al., 2013; Lapan, 2012; Maras et al., 2013; Pyne, 2011; Stevens &
Wilkerson, 2010).
For school counselors, school awareness and understanding of environmental
needs is important when considering how to effectively implement the ASCA model.
When school counselors are available to directly service students, positive outcomes of
the entire school environment are realized (Hartline & Cobia, 2012; Lapan, 2012).
Additionally, since the model changed in 2012 more emphasis has been placed on the
delivery system. The delivery system can be conceptualized as the direct services
implemented with students, teachers, or staff that can consist of group counseling, parent
meetings, consultation, or individual sessions (Dimmitt et al., 2012) Researchers indicate
that advanced training in delivery system implementation has the best practice approach
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to positive student achievement (Burkard, Gillen, Martinez, & Skytte, 2012; Hartline &
Cobia, 2012; Hatch & Chen-Hayes, 2008). The current research study aligns with the
revisions in the 2012 model and includes a focus on the delivery system that can directly
impact model implementation. The better researchers are able to understand what directly
impacts implementation of the model, the better school counselors can be informed on
effective best practice. Improving implementation of the direct services will increase
student outcome and academic performance (Dimmitt et al., 2012).
Comprehensive school counseling programs and the impact on student outcomes
is another important variable when looking at the current literature. School counseling
intervention has the ability to directly impact student outcome and performance (CastroAtwater, 2013). Over the last several years a call for research to focus on school
counseling outcomes has been a quintessential part of preserving the role of school
counselors in the schools. School counselors more than ever need to show observable
outcome data that promotes student success (Castro-Atwater, 2013). Researchers have
shown that more fully implemented ASCA model programs led to students with higher
academic success, better relationships with teachers, and positive impact on behavioral,
social, and emotional outcomes (Burkard et al., 2012; Carey & Dimmitt, 2012; Carey,
Harrington, Martin, & Stevenson, 2012; Dimmitt et al., 2012). The ASCA National
Model was developed with the primary goal of supporting student academic
improvement through school counseling programs. However, over the years and through
model revision, the goals have been expanded to include program management,
evaluation, and accountability components have been established for monitoring
outcomes (Martin & Carey, 2014).
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There is a paucity of research that examines student outcomes in relation to
organization and management of the ASCA National Model. Martin and Carey (2014)
used a comparative research design to see if comprehensive school counseling programs
were directly related to higher academic achievement outcomes. The school programs
used in the study indicated five or more years of experience with implementing
comprehensive school counseling programs (Martin & Carey, 2014). Researchers found
that school counselors have an indirect effect on student achievement, but are highly
associated with student outcome in terms of engagement within the school setting (Martin
& Carey, 2014). Being able to rely on school counseling positive outcome data will
support effective ASCA model implementation.
From Theory to Practice
Although school counseling and the ASCA National Model have documented
benefits within school systems, there are some potential concerns that should be
addressed. Because the model is relatively new, there is a slow process related to widespread adoption. Although the National Model is an exhaustive, comprehensive approach
to best practice that supports students outcome and achievement through data, many
school counselors are uneducated on model implementation, model delivery, model data
collection, and model improvement (Burkard et al., 2012). The lack of education can be
related to counselors who were employed prior to development of the model, an
inadequate understanding of school counseling job roles among current counselors, and a
lack of support from a school district to implement the National Model (Studer et al.,
2011). Most school districts do not have policies that require model implementation, so
therefore having a comprehensive school counseling program is left up to the individual
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school counselor or school counseling team. Even though a National Model has been
developed, some states and school districts still maintain their own model for school
counselors. As an example of the need for a guiding model, Pyne (2011) reported that
school counselors who provided direct services to students in need had a much higher job
satisfaction (Pyne, 2011). In the early 1990s, DeWitt Wallace and The Education Trust
collaborated to work on a plan of action to reshape and transform the school counseling
profession. This action plan was designed to examine counselor education and its inner
working relationships within the school systems.
According to The Education Trust (2014) little relationship exists between the
training of school counselors and school counselor practice. More specifically, The
Educational Trust found that changes in graduate level school counseling preparation
continued to add courses rather than refocusing classes; school counselors were trained
separately from teachers, administrators, and other school personnel; and counselor
training programs provided a variety of core counseling courses but did not provide
specific knowledge, skills, or experience to be effective in the schools” (Clewell &
Villegas, 2001). In 1997, DeWitt Wallace along with The Educational Trust developed a
competitive grant process to transform the training of school counselors and school
counseling education programs (The Education Trust, 2014). Seventy-five (75) programs
responded to the grant process, and six universities received full implementation grants.
This grant was known as the Transforming School Counseling Initiative (TSCI).
California State University at Northridge, Indiana State University, Ohio State
University, State University of West Georgia, and University of North Florida all
received funding for three years and were asked to include the following elements within
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their programs; “diverse criteria for selection and recruitment of candidates for counselor
preparation programs; curriculum reform of content, structure, and course sequence; new
methods of instruction, field experience, and practices; induction process into the
profession; ongoing professional development for counseling educators; University –
school district partnerships; and University – state Department of Education partnerships”
(The Education Trust, 2014, pg. 187). The TSCI program was developed directly to
integrate University and school partnerships along with closing the gap achievements.
This program was one of the first that began to shape the school counseling profession.
In 2000 the ASCA National Model was published to advocate for the school
counseling profession that directly impacts counselor education and school counselors in
the field from the data obtained from the six TSCI grant universities. The transformation
of school counseling has focused on the three integral parts; ASCA model, counselor
education, and school counseling jobs. Each of the parts of TSCI has played a significant
role in the evolution of professional school counseling. While there has been research on
each element involved in the transformation of school counseling, there is a paucity of
research that examines these elements together. A comprehensive examination is needed
to determine the interplay among the various elements of the ASCA National Model, the
preparation of school counselors, the beliefs of school counselors, and the subsequent
implementation of the model.
Research Related to ASCA Model Components
As noted in Chapter 1, the ASCA National Model is divided into four components
(i.e., foundation, delivery, management, and accountability) that can be used as a
framework for implementation within a comprehensive school counseling program. The
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primary focus of this study is to investigate the beliefs of school counselors related to the
various elements of the ASCA National Model and the ability to use a measure of those
beliefs to predict subsequent implementation of the model. In order to evaluate those
relationships scores from two instruments, the School Counseling Program
Implementation Survey (SCPIS; dependent variables) and the School Counseling
Program Component Scale (SCPCS; independent variables) will be used (see Chapter 3
for a thorough discussion of the instruments). As part of the review of literature, the
research related to each variable is presented.
The SCPIS results in four factor scores that will be used as the dependent
variables in this study. Programmatic orientation, use of technology/computer software,
and school counseling services are all related to efforts to implement the ASCA National
Model in a comprehensive school counseling program. The SCPCS scales, the
independent variables in this study, measure; use of data for program planning; use of
data for accountability; administrator support; and mission, goals and competencies. A
number of covariate or explanatory variables are also included in the study (e.g.,
CACREP accreditation, years of counseling school experience, geographical location, K12 environment, age, and teaching experience). All of these variables will be discussed in
order to understand the variables and the need for further research related to them.
Implementation of the ASCA National Model
Program orientation, school counselor’s use of computer software, and school
counseling services, the factors of the SCPIS, have been shown to relate to
implementation of the ASCA National Model in comprehensive school counseling
programs. Each of the factors has been researched since the National Model was
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developed. Following is a review of the research related to each factor and an evaluation
of the degree to which the research supports the overall focus of this study.
Programmatic orientation. Service delivery within a comprehensive school
counseling program can be described as either being reactive or intentional (Clemens et
al., 2010). The overall program orientation toward planned responsive services over
reactive services is a central theme within the ASCA National Model. For example, the
SCPIS asks respondents to rate their program in light of the following statement: “The
program operates from a plan for closing the achievement gap for minority and lower
income students" and "Needs assessments are completed regularly and guide program
planning". Researchers indicate that the greater percentage of ASCA National Model
implemented the higher student outcome data (Blakely, Underwood, & Rehfuss, 2009;
Hartline & Cobia, 2012).
Ockerman et al. (2012) found that implementing response to intervention (RTI)
services was becoming an integral part of the school counseling profession; however
there was little research that mapped out a solid understanding of responsibilities. A
review of the RTI model along with the comprehensive school counseling model brought
about three components that interconnected (Ockerman et al., 2012). A tiered service
delivery model, data driven assessment, and “foundation grounded in social advocacy
and equality” would be the bases for school counselors to deliver effective RTI services
that support the school counseling professional (Ockerman et al., 2012). The research
supports a well-planned, data driven service that aided the school counselors by
combining overlapped services but targeting at risk students. What this research fails to
provide is exactly how integration of the planned RTI model might impact the school
37

counseling profession. The interesting component of combining RTI and school
counseling programs is that this combines planned services and response services as
mentioned previously. The school counseling profession would greatly benefit from
future research that specifically examined the school counselor’s role within the RTI
model (Ockerman et al., 2012). Setting models for school counseling services that are
intentional but data driven, supports programmatic services (Moyer & Yu, 2012;
Ockerman et al., 2012).
In the past 20 years, only four rigorous, quantitative statewide evaluations of
school counseling programs have been published, and just in two states, Missouri and
Washington (Carey, Harrington, Martin, & Stevenson, 2012). Carey, Harrington, Martin,
& Stevenson (2012) used data to demonstrate the evaluation of outcomes in Utah high
schools that implemented The ASCA National Model school counseling program. The
authors collected research data from 144 Utah public high schools. The SCPIS was used
to look at program implementation as it relates to how school counselor practices, and
time spent implementing the comprehensive school counseling program model. The
authors used hierarchical linear regression to determine if the school counseling program
contributed to any significant differences in student outcomes. The data are clear; the
degree to which the school counseling program performed more accountability services
that measured programmatic orientation the more significantly students were overall
impacted (ASCA, 2012). These results were significantly associated with higher averaged
ACT scores, increased percentage of students taking the ACT test, and increased
proficiency scores on state testing in math and reading (Carey et al., 2012). The degree of
program evidence services in the school counseling program was directly related to
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school graduation rates (Carey et al. 2012). And finally, the degree to which school
counseling programs utilized technology and data based driven decisions the greater
graduation rates and overall higher proficiencies in standardized examinations (Carey et
al., 2012). This research capitalizes on the advantages a school counseling program can
bring to students. Although the results were positive, the study was implemented prior to
the 2012 revision of the ASCA National Model. Replication of this study could increase
confidence on exactly how a comprehensive school counseling program directly impact
student outcome.
School counseling services. The school counseling services variable pertains to
direct services provided by the professional school counselor. School counseling services
are implemented through direct and indirect services provided within the school.
Thompson and Moffett (2009) indicated that the paradigm shift to a school counseling
service focus was indeed the best way to reach all students. Focusing on direct services
allow school counselors to reach greater numbers of students (Wilkerson et al., 2013).
Carey and Dimmitt (2012) examined six statewide studies to determine school
counseling and student outcomes. These six studies provided sample evidence that
supported school counseling services in school counseling driven activities. The Utah and
Nebraska studies evaluated components directly associated with enhanced student
outcome (Carey and Dimmitt, 2012). In the Utah study, Carey and Dimmitt (2012) found
evidence associated with increased ACT scores and increased student achievement in
state-level tests on mathematics and reading. Carey and Dimmitt (2012) found that the
Nebraska delivery services were associated with lower suspension rates, increased
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attendance and an improvement in reading and math scores from state-level testing
scores.
The results of the Wisconsin study also supported the notion that comprehensive
school counseling services improve attendance, improve graduation rates, and reduce
truancy (Carey & Dimmitt, 2012). The results of the Missouri study support lower
counselor to student ratios. These results indicated that lower ratios relate to improved
graduation rates and lower discipline referrals.
In a related study, Chicago public schools discovered through a series of selfreport measures that college readiness of students was directly related non-counseling
duties. Studies conducted in Rhode Island and Connecticut both focused on identifying
the relationship between specific school counseling services and student outcomes.
According to Carey and Dimmitt, the study in Connecticut showed evidence that
supported the relationship between college readiness and lower suspension rates (Carey
& Dimmitt, 2012). The study conducted in Rhode Island found a positive association
between career readiness, increased attendance, decreased suspension, and increase
student sense of belonging to the school (Carey & Dimmitt, 2012).
This evaluation of multi-state research on school counseling supports the notion
that school counseling services have a significant impact on the school environment.
Unfortunately the research didn’t indicate the specific services being implemented in
order to facilitate these changes. Further research that identifies the role of specific school
counseling services and directly links them to student outcome would be of much benefit
to the school counseling profession.
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In addition to identifying the impact of specific school counseling services,
research is needed that provides targeted interventions to reach a wide range of student.
More importantly program evaluation models should explore the effectiveness of specific
school counseling services. Researchers have found significant difference at all grade
levels when specific school counseling services are provided. In Connecticut, an online
survey was sent to high school principals and school counselors. A total of 96 schools
participated, 72 school counselors, 24 guidance directors, and 35 principles responded to
the survey. This research was specifically geared at examining the school counseling
services that provided college and career counseling services. School counselors with
lower student ratios exhibited statistically significant lower rates of student suspension,
lower disciplinary referrals, and higher graduation rates (Lapan, Whitcomb, & Aleman,
2012).
Additionally, a study was conducted involving a large southeast suburban
elementary school consisting of third, fourth, and fifth graders receiving school
counseling guidance services that promoted service learning. The purpose was to
demonstrate the impact of service learning on academic, social emotional and career
services that pertain to the ASCA National Model. Two different theories were presented
to guide the study: the first being a lack of social networking, and the second a lack of
civic identity (Steen, O'Keefe, Griffin, & Routzahn, 2012). Qualitative data are recorded
on the 375 students as they journeyed through a six phase experiential self/servicelearning project. Pre-and post-test assessment was collected on all students. The results of
the study indicated that students attained an 18% gain in understanding citizenship. Preservice and post-service qualitative data also indicated a much greater understanding and
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personal responsibility (Steen et al., 2012). Students’ post-service reflections also
identified differences in perceptions of personal academics, social/emotional, and career
futures (2012). Several students began to use words such as “keys to success”, “setting
goals”, “felt”, “changed”, “teamwork” “taking risks” and “responsibility” as words for
describing their future (Steen et al., 2012, pg. 4-6). Although this research design was not
rigorous and the analysis lacked statistical sophistication, it provides some support for
planned school counseling services to aid student development.
Technology and computer software. Technology and use of computer software
is another important aspect of the ASCA National Model. Because accountability and
data driven comprehensive school counseling programs are the vital to program success
and improvement, the Computer software component is specifically centered on
accountability and data collection. (Wilczenski & Cook, 2011; Wilkerson et al., 2013).
The computer software component is a guideline for data tracking within a school
counseling program. A school counselor’s use of computer software allows school
district level data mining to evaluate the use of technology and its ability to support the
school counseling program (Clemens et al., 2010).
Technology serves a very important role within school settings and in the
development of school counselor delivery systems (Hayden, Polynton, & Sabella, 2008).
A study of 49 school counselors using various forms of technology indicated only
positive effects. These school counselors used technology to facilitate delivery systems in
more effective and efficient ways (Hayden et al., 2008). The results of this research
support the notion that technology has a positive impact on school counselor delivery
systems, however more research needs to be done on specific forms of technology that
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make the greatest impact. (Watson, Ito, Smith, & Andersen, 2010) attempted to identify
how assistive technology (AT) helps enhance performance in the public school setting
with students ages 3 through 21. A repeated measure pretest-posttest quasi-experimental
design was implemented. The repeated measure design allowed students to serve as their
own control, this is necessary for high homogeneity (2010). A mean improvement of
31% was identified for all students using AT and was proved statistically significant. This
type of impact on identified students in public schools supports the use of technology to
promote and advance academic successes within a professional school counseling
program.
The greater percentage of counseling duties implemented as related to the ASCA
National Model the greater impact on students and school environment (Carey,
Harrington, Martin, & Stevenson, 2012). While there is research on each component
independently, there is little research on the combination of these variables and their
important for the ASCA National Model.
Beliefs in the ASCA National Model
Having an understanding of school counselors’ beliefs and how they relate to
implementation seems logical based on the importance placed on model implementation
within the school counseling profession. Researchers have shown that belief systems
have a direct impact on behavior (Young & Kaffenberger, 2011). With regard to school
counseling, it is important to understand beliefs in specific school counselor duties in
order to fully understand implementation practices. Several duties have been shown to be
important aspects of a school counselor’s role: the use of data for program and
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competencies; use of data for accountability; administrative support; mission goals; and
competencies.
Use of data for program planning. Strategic planning is a process that results in
decisions made for your program that are supported by data (Young & Kaffenberger,
2013). Using data for program planning that structures program focus, targeted
intervention and school wide needs is best practice (Studer et al., 2011). The benefits of
data driven program planning is the ability to make decisions on program improvement
and performance based on numbers (Maras et al., 2013). Young and Kaffenberg (2012)
investigated school counselors’ beliefs around the use of data to develop a comprehensive
school counseling program. The school counselors selected had already been identified as
RAMP school counselors. A descriptive study was used to examine 231 school
counselors via a 20 items school counselor assessment, Data Beliefs and Practices Survey
(Young & Kaffenberger, 2013). The research indicated that approximately 82.5% of
RAMP school counselors use data to make informed school counseling program
decisions (Young & Kaffenberger, 2013). Although findings suggested RAMP school
counselors believe strongly in the power of data results also showed fewer tendencies to
use data to evaluate program enrollment patterns and college readiness preparation
(Young & Kaffenberger, 2013). Concerns might also arise about school counselors who
are not identified as RAMP school counselors. The research is limited because it
specifically examined non-RAMP school counselor’s beliefs and use of data for program
planning.
Additionally, a case study of 715 high school students in 9th and 10th grades,
served by two school counselors aimed to look at better meeting the mental health needs
44

of the students. Over the course of the year, school counseling professionals and school
staff analyzed research to formulate a data driven action plan (Gruman et al., 2013). This
data driven action plan would be followed up with program evaluations each academic
year. School-wide programs and computerized identification software was implemented
in order to track student successes (Gruman et al., 2013). After looking at the data over a
six-year period test scores consistently rose 20% above the state average in all subjects
(Gruman et al., 2013). The results of the study support the notion that a comprehensive
school counseling program utilizing ASCA model services and data for program planning
has a positive effect on student outcome and growth potential (Hatch & Chen-Hayes,
2008; Lapan, 2012). District-level data can provide information for the development of a
clear longitudinal action plan to better benefit the entire school system.
Use of data for accountability. Using data for program accountability is key to a
comprehensive school counseling program (Studer et al., 2011). The use of data for
program accountability and improvement aids in monitoring school counseling program
outcomes. An comprehensive school counseling program is only run effectively when the
use of data are at the forefront of all counseling duties (Young & Kaffenberger, 2011).
This process can have a reciprocated affect, when school counselors see improvement
through use of data, beliefs about data in school counseling program can increase. Use of
data for program and competency support and improvement is imperative in the support
of a comprehensive school counseling program.
The use of data to drive accountability in a school counseling program is best
practice in terms of proving effectiveness and student achievement (Malott, Hall, SheelyMoore, Krell, & Cardaciotto, 2014). Accountability is defined by ASCA (2012) as the
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ability to identify measurable effectiveness through a comprehensive school counseling
program. Topdemir (2013) examined school counselor beliefs specifically pertaining to
accountability. One hundred school counselors were surveyed across the southeastern
states using the Data Analysis Survey for Guidance Counseling (DASGC). The sample
included 44 elementary school counselors, 29 middle school counselors, and 27 high
school counselors. Four months after this initial survey was implemented these same
school counselors were trained in accountability measures. In the following month, 84
participants completed the post survey. Statistical significance was found in relation to
accountability, program support, and beliefs surrounding data (Topdemir, 2013). The
only question not indicating an increased in significance was “I am involved in
developing school counseling improvement plans based on interpreting school wide
results” (Topdemir, 2013, p. 16). While the results of the study are promising, the small
sample size limits the potential generalization to the school counseling profession.
Administrator support. Administrator support often directly impacts the school
counselors’ job role. In many cases the lack of a comprehensive school counseling
program is directly related to administrative support and lack of knowledge on
appropriate job roles for school counselors (Reiner, Colbert, & Pérusse, 2009). The
emphasis on student academic achievement in public school systems today puts added
pressure on administration and often there is a disconnect on how school counselors play
a central role in increased academic achievement (Saginak & Dollarhide, 2006). In a
research study conducted by Pyne (2011), school counseling job satisfaction was directly
correlated with administrative support. School counselors that performed more school
counseling direct services with students had a much higher job satisfaction rating (Pyne,
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2011). Building a data supported comprehensive school counseling program requires
heavy administrative support.
In an attempt to determine the perceptions teachers and principals have of the
school counseling role within schools Joy, Hesson, & Harris (2011) conducted a survey
of teachers completing bachelor’s degrees in intermediate/secondary education degrees,
The survey contained the following open-ended questions: (1) what would you consider
to be the typical daily duties/responsibilities of the school counselor? (2) do you perceive
and need for school counselors to be more involved in any particular area(s)?.. Of the
sample population 72% (n =65) indicated they moderately understood a school
counselor’s responsibilities, only about half of teachers responded to ever having contact
with the school counselor, however 99% (n =89) of teachers reported they would refer
students to school counseling services (Joy et al., 2011). This reporting, lends itself to
understanding the contradiction that teachers would refer, however do not have a clear
understanding as to what school counselors can provide students. There is limited
research on teachers’ perceptions of the school counseling role. However, this study is
limited by the small sample size and lack of generalizability.
Principles of school counselors also hold a unique role within the public school
systems. Much research exists on principle support of teacher roles and transitions;
however it is limited or dated on how principals can best support school counselors
(Bickmore & Curry, 2013; Bringman et al., 2010). Bickmore and Curry (2013) examined
principles perceptions and roles as novice to school counselors. This study was a
reanalysis of data collected in a multi-case study of principals’ perceptions. The first
study used convenience and purposeful sampling, while this particular study introduced
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a spectrum of different school settings and demographics (Bringman et al., 2010). The
study resulted in three consistent themes: (1) limited understanding of effective school
counselor training and practice, (2) and never really thought about it much, and (3)
happenstance of support for novice school counselors (Bringman et al., 2010). These
three themes again prove limited school counselor job understandings with principals.
Both research articles included a discussion of the importance of administrative support
when identifying effective school counseling job roles and the limited research on field
knowledge.
Mission, goals, and competencies. Mission, goals and competencies are the
aligning force behind an ASCA model driven comprehensive school counseling program.
Aligning the mission of the school with intended goals and competencies will increase
academic achievement of all students (Burkard et al., 2012). The mission and goals can
be seen as the directional path for a program, and the competencies specific checkpoints
and evaluations for program success. These items are directly reflective and supportive of
the foundation component of the ASCA National Model. The foundation component of
the National Model is made up of program focused, student standards, and professional
competencies which are demonstrated through these items discussed. Mission, goals and
competencies are items that directly link a school counseling program to state and a
national competencies (Hatch & Chen-Hayes, 2008). One such research study looked at
using cultural competencies and response services to improve student achievement and
behavior (Schellenberg & Grothaus, 2011). The purpose of this research study was to
improve academic achievement and employability of students receiving response services
through supported school counseling national competencies. Classroom guidance lessons
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supporting school counselors’ national competencies were implemented to 78 high school
students in 9th to 12th grade. The school counselors developed a seven-item, multiple
choice questionnaires reflective of curriculum and school competencies (Schellenberg &
Grothaus, 2011). Pre and post tests were administered before and after guidance lessons.
Data are analyzed using paired sample t-tests and descriptive statistics. After analysis of
scores, posttests were significantly higher specifically with students of color and students
receiving special education services (Schellenberg & Grothaus, 2011). Limitations of the
study were related to the diversity of the sample, lack of generalizability, and lack of a
control group. Although the study had limitations, it is important to note that student
follow-up still indicated positive growth in academics and classroom behavior.
Additional research looking at schools across the nation with competency driven
classroom guidance would greatly improve the knowledge base on school counseling
programs (Schellenberg & Grothaus, 2011).
Relative Demographics
The demographics in this research are used to identify the selected population.
The purpose of specific demographic selection in this research study was to identify a
specific quantifiable subset that may help to explain the variance in determining the
impact of school counselor beliefs about the ASCA National Model on model
implementation. The demographics selected for the purposes of this study include;
Counsel for the Accreditation of Counseling and Related Educational Programs
(CACREP), accreditation status, school counseling experience, geographical location, K12 grade level, age, and teaching experience.
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CACREP
CACREP is a voluntary accreditation body within the counseling profession that
provides a set of standards for counselor preparation (Hancock, Boes, Snow, & Chibbaro,
2010). This accrediting body set specific standards for professional expectation and
quality. Some schools that offer education in school counseling have attained CACREP
accreditation status but many have not. The rigor of CACREP status means a unified
approach to the education received by counselors across all programs with this
accreditation. Some schools have elected to mimic CACREP standards but do not have
accreditation. Few studies have been done to show students post-graduation success in
employment from a CACREP accredited program versus a non-CACREP accredited
program. However some research has suggested CACREP programs have higher
retention and graduation rates (Hancock et al., 2010). CACREP accreditation status is an
important factor when looking at the education of school counselors.
One particular research study looked at CACREP school counseling programs in
the southeast portion of the United States. Eighty-one graduates were identified to
participate in this research study based on their in-depth training in implementation of the
ASCA National Model. The study examined report cards; development and conducting
needs assessments; planning a program based on the National Model; design/program
counselor evaluation; and presenting a finished product to the schools stakeholders
(Studer et al., 2011). The five section survey was constructed using each component and
theme from the ASCA National Model (2004) and ASCA National Model Handbook
(2004). The sections included demographics; perceptions of competencies being met;
delivery system and guidance curriculum; data collection and analysis; and an open
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ended analysis of barriers and strengths within the program (Studer et al., 2011).
Unfortunately, the instrument was not subjected to a psychometric analysis. However, it
did have reported face validity for an instrument based on the ASCA National
Model/workbook (2011). A one-way analysis of variance (ANOVA) was used to
compare mean values of all variables, Tukey’s honest significant difference (HSD)
explained Main significant effects, nonparametric Kruskal-Wallis tests were employed in
case of assumption violation, subsequently the Mann-Whitney U test were used to
facilitate pairwise comparison and thus explain significant effects, and statistical
significance was considered at p<.05 (Studer et al., 2011). Non-significant main effects
were found in foundations and management themes, while statistical significance was
found with delivery and accountability.
Even though the CACREP school counseling programs participating in the study
provided training on effective ASCA model implementation, the results of the Studer et
al. (2011) survey provide a useful template for school counselors to follow. Because this
research study only sampled school counselors from a CACREP institution, questions
still remain with regard to differences between students who graduate from CACREP vs
non-CACREP programs. A study in Alabama specifically looked at graduation rates as
they pertain to CACREP or non-CACREP programs (Boes, Snow, & Chibbaro, 2009).
The results of the study were used to develop information directories published by
American Association of Colleges for Teacher Education. Using this database now
allows researchers to identify school counseling programs reported graduation rates and
accreditation status. An interesting point is that larger numbers of non-CACREP
universities were identified over CACREP universities; however the institutions with
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CACREP status had higher graduation rates. Boes et al. (2009), believe that the higher
graduation rates may be related to both smaller student-teacher ratios required in
CACREP programs and longer clinical experiences that support academic connection
(Boes et al., 2009). Additional research on CACREP vs non-CACREP programs is
needed to investigate the qualities of school counseling programs and additional causes
for attrition.
School Counseling Experience
School counselors’ years of experience can be a critical variable when
investigating knowledge and awareness needed for implementing the National Model.
However years of experience may have broader implications than initially considered.
With the ASCA National Model being so young, greater years of experience might
exclude school counselors from the exposure to the model during their graduate school
preparation. Conversely, more recent school counseling graduates may have had more
rigorous training in ASCA model implementation. Although continued education and
conferences may contribute to knowledge of the model, the type of exposure would be
less intensive than those who were exposed during graduate school. Moyer and Yu
(2012) reported that greatest perceived effectiveness of school counselors was years of
experience.
Guzman, Calfa, Kerne, and McCarthy (2013) investigated the multicultural
competencies of 227 school counselors. Short vignettes and a self-reported inventory
were used to collect the data. The research questions were focused on hypothetical
multicultural racial issues; multicultural training; school counselor’s age and race; and
school counselor’s experience. The 227 school counselors who participated in the study
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were recruited via email through the Texas Counseling Association (TCA). The email
survey consisted of four instruments: School Counselors Demographic Survey, MarloweCrowne Social Desirability Scale, Multicultural Counseling Competency and Training
Survey- Revised, and Multicultural Critical Incidents Vignettes.
For purposes of this research project, the only statistically significant factor was
years of experience. The greater the years of experience, the higher self-reported
multicultural competency understanding (Guzman, Calfa, Kerne, & McCarthy, 2013).
The results of this study suggest that the greater years of experience might lead to a more
culturally competent school counselor. However additional research is needed to confirm
this supposition.
Milsom and Kayler (2008) conducted a qualitative study that followed seven,
first-year school counselors. Participants were asked to submit weekly journals including:
largest challenges, rewarding experiences, most significant learning/growth experience,
and perceptions about mentorship (Milsom & Kayler, 2008). The researchers read weekly
blogs and began to identify emerging themes that were embedded in mentoring and
support (Milsom & Kayler, 2008). Based on a qualitative analysis, Milsom and Kayler
postulated that school counselors’ years of experience would have no relationship to
student outcomes but that support and mentorship would have substantial predictive
weight. However, no recent studies have specifically examined the relationship of school
counselor’s years of experience and student outcomes from a quantitative perspective.
Because of the lack of knowledge about the impact of years of experience, it is important
to consider this variable and its ability to explain a portion of the variance related to
school counselor beliefs predicting model implementation.
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Geographical Location
Geographical location can be classified in many ways. For the purpose of this
study, it is considered to be rural, suburban, or urban. Depending on school counselors’
geographical locations, students and school systems might have very different needs.
Geographical location may also shed light on how individuals are selected for school
counseling positions. For instance, rural school districts may have limited access to
professional school counselors and use teachers to fill this position. Conversely, urban
schools may have multiple school counseling applicants and low counselor to student
ratios. Geographical location can play a large component in many accessible resources
that might directly impact ASCA model implementation.
A study done in Nebraska high tested the differences in school counseling
programs between rural and suburban areas (Carey, Harrington, Martin, & Hoffman,
2012). Carey, Harrington, Martin, & Hoffman (2012) received 423 completed surveys
(46.7% response rate) on school counseling roles in both rule and suburban programs.
The research questions focused on demographic differences; characteristics of school
counseling programs; student to school counselor ratios; student outcomes; as well as
career and technical education as associated with the school counseling program. The
SCPIS and descriptive statistics were used to collect data. The researchers’ findings
indicated no difference in geographical location (Carey, Harrington, Martin, & Hoffman,
2012). However this research indicated that almost one-third of Nebraska’s school
counseling program efforts (regardless of location) were dedicated to other tasks than
direct services to students. The high degree of time spent outside of direct service could
have directly impacted a lack of support for differences based on geographical location.
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To date, no rigorous studies with large sample sizes have been conducted to
effectively determine the impact of geographical location on model implementation.
Furthermore, there is a paucity of research that examines the impact of geographical
locations on the school counselor’. The current study will attempt to derive a better
understanding of the role of geographical location in explaining the impact of beliefs on
model implementation.
K-12 Grade Level
Although grade level can be categorized in different ways, this research study will
include the categories of elementary, middle school, and high school. Grade level is a key
component when considering school counselors daily routine. Different ages within a
school setting required very different tasks from a school counselor. Although the ASCA
National Model is a comprehensive structured approach it will look very different
depending on the student’s age and grade level. School counseling program effectiveness
may be different at the elementary, middle, and high school levels. One qualitative study
looked at eight elementary school counselors that participated in a training on reality
counseling (Davis & Clark, 2012). Reality counseling training introduces techniques to
elementary students to enhance problem-solving and positive relationships (Davis &
Clark, 2012). Following the participants training these new techniques were implemented
over six weekly individual counseling sessions. During the 30 minute sessions three
techniques of reality play counseling were implemented and included sand tray exercises,
puppet play to introduce concepts, and WDEP (wants, doing, evaluate, plan) drawing
activity (Davis & Clark, 2012). All eight school counseling participants were
interviewed. Interviews were transcribed and coded to look for emerging themes. The
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largest emerging theme was the insightfulness and effectiveness of sand tray work.
Several school counselors reported having a much better understanding of their students
environment and struggles (Davis & Clark, 2012). School counselors reported observing
relationship building skills emerge during the six weeks of working with students (Davis
& Clark, 2012). While the results of this study support the effectiveness of school
counseling, the study is limited by the sample size, lack of research controls, and
generalizability. While qualitative research related to student outcomes can enrich this
body of knowledge, larger, more generalizable studies are needed.
Middle school counselor effectiveness was examined through student self-reports
of bullying and victimization (Cornell & Mehta, 2011). The School Counseling Bullying
Survey self-report was used to collect data via 482 students. These self-reported scores
were interpreted in two different ways, non-victims of bullying, or unconfirmed. Of the
482 students who completed the self-report, 309 (64%) reported no experience with
bullying within the last 30 days, 130 (27%) indicated being bullied 1 to 2 times in the last
30 days, and 43 (8%) reported being bullied once or twice a week within the last 30 days
(Cornell & Mehta, 2011). Students indicated being victims of bullying were followed up
by interviews to clarify the incidences reported. The importance of this research is that it
introduced assessment methods for identifying students that are or feel targeted by
bullying. However self-reports have limitations. Not all students that reported being
bullied were victims. With the steady increase of bullying in public schools, middle
school counselors can make exceptional strides by numerically identifying students who
need help. This data and survey can also be used to later identify if bullying has increased
or decreased.
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High schools are also exceptional arenas for school counselors to shine in helping
students. The state of Missouri has been riddled with rapidly changing workplaces and
labor forces as well as violence, suicide, abuse, and divorce (Lapan, Gysbers, Stanley, &
Pierce, 2012). The state of Missouri sought to tackle some of these issues by developing
comprehensive school counseling and guidance programs (Lapan et al., 2012). Richard et
al believed that one of the more important components to this research was looking at
student to counselor ratios (Lapan et al., 2012). The authors obtained data for the study
from the Missouri Department of Elementary and Secondary Education. Annual reports
were pulled on student outcomes, student to counselor ratios, and school demographics
on Grades 7th through graduation (Lapan et al., 2012). A sample of 481 students with a
wide diversity a geographical location, enrollment size, socioeconomic level, and
minority were represented. Results of a hierarchical multiple regression demonstrated
correlations between student outcomes, student to counselor ratios, and school level
demographic variables ( Lapan et al., 2012). The overall results of this research indicated
lower student to school counselor ratios influenced students’ academic success, but
greatest impact was seen with students who received subsidized lunches.
After critiquing these three different research studies, it is evident school
counselors have prominent roles that directly impact elementary, middle, and high school
students. Some researchers indicate that specific parts of the National Model are
implemented more than others depending on grade level (Dollarhide, 2011). If this is
true, grade level impacts ACSA model implementation and beliefs. Thus grade level is an
important variable to consider in attempting to determine the relationship between beliefs
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and implementation. Being able to identify grade levels is an important variable when
identifying beliefs surrounding model implementation.
Age
Age is an important demographic when considering school counselors beliefs and
implementation of the ASCA National Model. Age is typically one of the more common
demographic questions used in school counseling research. The age of the person might
often determine knowledge or experience within the school counseling arena. However
this is not always true in the case of nontraditional students. Multiple studies exists
pertaining to school counseling that identify age as a demographic variable, however
little research has been conducted to determine if specific ages relate to ASCA model
implementation. For purposes of this research, age will be examined in terms of its level
of explained variance in regression models focused on the relationship between model
beliefs and implementation. At present, there is no research that examines the role of
school counselor age in relationship to ASCA model implementation.
Bounded Rationality and Implementation of the ASCA National Model
Bounded rationality is a theory that supports this research. Being able to
effectively understand an individual’s decision-making process could help shine a light
on beliefs and how that may relate to ASCA model implementation? The concept of
decision-making can differ for each individual through environmental factors. For the
purpose of this research bounded rationality is an obvious approach to understanding
rational decision-making that can influence how school counselors implement the ASCA
National Model.
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Simons (1957) was an economist who coined the term - bounded rationality. He
won multiple notable awards including the Nobel Prize in Economics in 1978. He was
known for having almost a thousand highly cited publications and for being one of the
most influential social scientist of the twentieth century (Klein, Daza, & Mead, 2013).
Simons died in 2001 at the age of 84. Simons argued that most individuals have both
rational and emotional decision making based on available information and cognitive
limitations (Simons, 1957). This rational decision-making process is described as a
mathematically complex model. It is faulty to assume that all decision-making is rational.
Barros (2010) defined rationality in this context as a level of conformity between
decision-making and established ends, which may be based in values. Because of the role
of values, Barros believed that rationality may be difficult to evaluate scientifically.
Barros (2010) determined that three steps may increase the ability to effectively
evaluate conformity: step one, listing of all behavioral alternatives; step two, the
determination of all consequences that will follow; and step three, the comparison of
alternatives, they should be evaluated consequences according to pre-established ends,
also known as payoff/profit (Barros, 2010). Again these steps are influenced by time
constraint in cognitive understanding. These three steps aid in the conceptual acceptance
of what bounded rationality encompasses.
The theory of bounded reality may be useful in understanding the relationship
between school counselor beliefs in the ASCA National Model and their subsequent
actions to implement that model in their school. Simons (1957) explained that decisionmaking can be influenced by time and cognitive limitation. This assumption might
explain why some school counselors failed to implement the National Model due to
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limited time and/or limited awareness/implementation of the National Model. However
from an education perspective, if bounded rationality can be mathematically determined
then potentially scientific formulation of teaching the ASCA model could be designed in
order to ensure delivery in school settings. Interestingly enough, the theory of bounded
rationality helps account for a lack of rational and feasible decision-in light of the infinite
availability of resources (Barros, 2010; Webster, 2013).
If all of this is true, how does bounded rationality help explain the variance in
school counselors’ beliefs and model implementation? Models of bounded rationality
include: limiting utilitarian functions, recognizing cost of gathering and processing
information, possibly enabling multivalued utilitarian functions (Webster, 2013). These
three models could be guides in interpreting the results of the current study in relation to
the impact of beliefs on decision making for professional school counselors. Breaking
down components of the model that are essentially important for that specific school;
recognizing the value of data and program improvement; and incorporating the ASCA
model into school wide programs that benefit all parties is a bounded rational approach to
ASCA model delivery/education. Bounded rationality theoretical approach fits well in
understanding school counselors’ decision-making towards model implementation and
beliefs.
Limitations in Current Research
While there is a significant body of research related to school counseling, there is
little information that explores the implementation of the ASCA National Model since its
revision and the variables that impact that implementation. The studies that do exist have
some limitations that prevent widespread reliance on the interpretation of data. The
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research reviewed demonstrates a gap that is evident in the explanation of variance in
ASCA model implementation. It is important to note that there is an abundance of
research related to ASCA model implementation prior to the 2012 model revision. While
model implementation has been explored, it has been done in light of individual
components rather than the model in its entirety. Research on beliefs surrounding model
implementation has been conducted on the use of data for program planning and use of
data for accountability. However, no research has been conducted on school counselors’
beliefs surrounding the overall ASCA National Model.
Considering the theory of bounded rationality and the role of values in decisionmaking, beliefs should be an important variable in model implementation. Examining
ASCA model implementation alongside beliefs of all components adds vital research that
has yet to be explored. Research has shown that various demographics (i.e., CACREP
status, school counseling experience, geographical location, K-12 environment, age, and
teaching experience) are important variables that may help to explain the variance in the
ability to predict model implementation based on beliefs. Examining the relationship
between beliefs and implementation in conjunction with the identified variables should
provide a better understanding of ASCA model implementation and professional school
counseling operations.
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METHODOLOGY
A review of the professional literature demonstrates that both belief in the ASCA
National Model and clear implementation strategies are critical to the development of an
effective and comprehensive school program. It also is clear that the ASCA National
Model has a positive impact on student learning outcomes (Blakely et al., 2009). While a
broad understanding of the ASCA National Model has long been established, researchers
have endeavored to examine the specific elements that contribute to an effective
comprehensive school counseling program. Two of the elements that have shown the
greatest promise for contributing to effectiveness have been beliefs about the model and
implementation of the model (Young, 2011). While researchers have demonstrated the
independent contribution of each element, they have not been examined in combination.
Because both have been shown to be important, it is logical to hypothesize a relationship
between belief and implementation strategies. Examining the predictive nature of beliefs
and demographic variables in relation to implementation of the model could prove to
develop more effective school counseling practices and ultimately, improved student
outcomes.
Research Design
This research study is a non-experimental, predictive research design and is
intended to examine the beliefs in the ASCA National Model and the relationship of
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those beliefs to ASCA National Model implementation. Examining the relationship
between participants’ beliefs about the model and model implementation practices
potentially explain some of the differences in school counseling program effectiveness. In
other words if school counselors believe components of the model are important, they
may tend to focus more heavily on implementation strategies within the school setting.
Conversely, if school counselors have a lower belief level in the model, they may have
less focus on model implementation. While these points may appear to be logical
conclusions, they have not been adequately examined. Thus, there is little explanation of
the gap that exists between the various phases in the creation of an effective
comprehensive school counseling program (i.e., knowledge of the model, belief in its
efficacy, implementation of the model, and positive student outcomes). The results of this
research also will contribute to an understanding of barriers related to ASCA National
Model implementation at the practitioner and counselor educator levels.
The purpose for this study is to examine the ability to predict implementation of
the ASCA National Model using scale scores on a dependent variable and information
from relevant covariates. The dependent variable consists of scale scores representing the
participants’ beliefs about specific components of the ASCA National Model. Two
standardized instruments will be used to collect information on beliefs about the model
and implementation practices. Scale scores from the SCPCS along with various
demographic covariates (i.e., age, years of experience, teaching experience, geographical
location, P-12 level, and training program CACREP status) will be examined in an effort
to determine their ability to explain the variance in the SCPIS scale scores across
participants. Furthermore, SCPCS has four primary scales that will be used to examine
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the belief in the four major components of the ASCA National Model. By examining
implementation within the major components of the ASCA National Model, a clearer
understanding of variables or combination of variables that most influence
implementation will be explained.
Population/Sample
The sample for this study consists of ASCA professional school counselors that
subscribe to the ASCA SCENE, a professional networking site that is sponsored by the
American School Counseling Association professional organization for school
counselors. Membership in ASCA SCENE is obtained via an application and is free of
charge. ASCA SCENE membership is similar in size to ASCA membership. As a result,
those who hold membership in both organizations can be considered to be a good
representation of the school counselors in the United States who are exposed to the
ASCA National Model.
The population of school counselors is growing. The Bureau of Labor Statistics
published in 2013, estimated 262,300 jobs were available for school counselors. The job
lookout for the Bureau of Labor Statistic also predicted a 12% growth between 2012 and
2022 with an increase in 31,200 jobs. In 2013 the Occupational Employment Statistics
indicated employment of school counselors was around 241,870 with the majority of
positions being in elementary and secondary schools (124,590). The School and Staffing
Survey (SASS) administered by the National Center for Educational Statistics reported
that in 2012 an estimated 120,920 school counselors in public schools and 13,260 in
private schools held full and part-time school counseling positions excluding
psychologists and social workers. The ASCA national organization reports similar
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statistics with the average age of professional membership being 42. ASCA also reports
that current members are 14% male and 86% female. ASCA memberships are
international, however only 512 members (2%) hold international memberships so the
majority is school counselors within the United States. Total members are reported as the
following: elementary, 4496 (25%), middle 3365 (18%), secondary 6162 (35%), school
district 244 (1%), college/university 432 (3%), private 45 (> 1%), other 1810 (9%).
Geographical regions of memberships are listed as: Midwest 6323 (22%), Southern
10,328 (36%), North Atlantic 6299 (22%), and Western 5495 (19%).
Procedures
Participants were snowball sampled using the ASCA SCENE networking site. In
an attempt to reduce the risk of multiple responses from a single individual, settings only
allowed for one completed instrument per one email domain. Data collection occurred
during the spring of 2015. An application related to the research project was submitted to
the IRB of Mississippi State University and was approved for collection of data. Upon
approval from IRB, a link to the instruments was distributed electronically to the ASCA
SCENE networking site. The electronic instrument was sent out to all ASCA members
that subscribe to the ASCA SCENE listserv. This group site has voluntary enrollment and
allows ASCA members to communicate, share research and lesson plans, and discuss
best practice within the profession. This professional networking listserv creates a
meeting place for school counseling professionals. Currently there are 28,784 members
of the ASCA SCENE. A brief summary of the research was presented within the general
instrumentation link that was distributed. Consent was requested for each participant for
purposes of data collection and personal identity security. Individuals who agreed to
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participate in this study used an electronic link to access questions for both instruments as
well as a demographic questionnaire. In order to control power, survey responses were
monitored daily and the survey was closed upon reaching appropriate sample numbers.
Five 50-dollar VISA gift cards were distributed randomly as incentives for participation.
Participants were able to enter their email address at the end of the survey to enter the
drawing and gift e-cards were distributed via email.
Instruments
The two instruments that were used for this study are the SCPIS and the SCPCS.
The SCPIS consists of 18 questions that assess ASCA model implementation within the
school program. The SCPCS is designed to measure beliefs about components of the
ASCA model. Both these instruments will be used to determine the degree to which
beliefs explain the variance in implementation of the ASCA National Model. The SCPCS
is designed to measure implementation practices across the various components of the
ASCA National Model. Participants completed each of these instruments in an electronic
format.
SCPIS
The dependent variables in this research study were the scale scores for the
SCPIS. The SCPIS consists of 18 questions related to implementation practices in each
component of the ASCA National Model. The instrument is scored by compiling ratings
from Likert items (four choices). The Likert item choices include: one (not present), two
(development in progress), three (partially implemented), and four (fully implemented).
Subscales of the instrument can be used to look at program implementation, problematic
orientation, school counseling services, and school counselors use of computer software
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(Clemens et al., 2010). Participants responded to all 18 questions and the instrument was
then scored by scale. The SCPIS uses specific questions that address components of the
ASCA National Model program implementation.
Using the SCPIS in Research
The SCPIS was developed to help school counselors assess ASCA model
program implementation based on evaluation of essential characteristics presented in
delivery of the model (Clemens et al., 2010). The SCPIS authors determined that either a
two or three factor solution could be appropriate. According to the authors, the threefactor solution includes (a) problematic orientation, (b) school counseling services, and
(c) school counselor use of computer software. The problem orientation scale score is
calculated by summing items 1, 3, 4, 5, 9, 10, and 14. The school counseling services
scale score is calculated by summing items 2, 11, 12, 13, 18, 19, and 20. The school
counselor’s use of computer software scale is calculated by summing items 15, 16, and
17. Higher scores on each scale indicate higher implementation of the ASCA model
program components. Clemens et al. (2010) explained that using the three-factor model
allows differentiation between ASCA model programs that are providing proactive and
programmatic complete model implementation versus programs with partial
implementation. The three-factor model can uncover degrees of ASCA model
implementation. With the use of the two-factor model, school counselor’s use of
computer software is combined with the ASCA National Model program implementation
subscale. This particular subscale allows for a measurement of perceptions of how fully a
program reflects the ASCA National Model.
67

The primary purpose of the SCPIS is to offer insight into program practice
implementation and data collection. This instrument can be used to evaluate model
implementation by individual school counselors or within school districts. In addition, the
SCPIS can aid in the evaluation of programs, as well as in the completion of program
audits (Clemens et al., 2010). One of the significant benefits of SCPIS is its ability to
establish baselines of program implementation in order to support overall program
improvement (Clemens et al., 2010). Increased scores on yearly appraisals and audits
could indicate district or individual increased model implementation. For example scores
on the school counselor’s use of computer software scale could provide insight into how
a school counselor uses technology and data to support the program and comprehensive
school counseling program improvement. Scores from either the three-factor or twofactor models can provide insight about needed changes in a school counselor program or
can provide support for consistent implementation of a program that already exists.
The instrument was originally developed in 2005 at the Center for School
Counseling Outcome Research at the University of Massachusetts (Clemens et al., 2010).
The purpose of this instrument was to identify aspects of the ASCA National Model that
were missing or needed to be replaced. During developmental stages, five experienced
school counselors who developed comprehensive school guidance programs reviewed,
researched, and revised the instrument. Later, 60 school counselors agreed to complete
the instrument in reference to their working school counseling program (Clemens et al.,
2010). Internal consistency reliability analysis was conducted and five items were
dropped due to low correlation resulting in 20 items. The Cronbach’s alpha internal
consistency reliability estimate for the remaining items was .81 (Clemens et al., 2010).
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An exploratory factor analysis was conducted on the instrument. The first data collection
phase used cluster sampling to randomly select participants from three Southeastern
states. A total of 637 school counselors were invited by email to participate with a
response rate of 35.66%, n = 201 (Clemens et al., 2010). The second data collection
phase involved an email invitation sent to Midwest school counselors associated with
state school counseling association memberships. A total of 322 school counselors were
invited to complete the instrument with a response rate of 42.24%, n = 136 (Clemens et
al., 2010). Combined sampling was used with a resulting sample of 341 school
counselors. Some instruments were omitted due to failed delivery or being flagged as
spam. The majority of the respondents defined themselves as female (84.50%), Caucasian
(83.08%), African-American/Black (13.93%), one participant identified as AsianAmerican/Pacific Islander, Hispanic/Latino/a, and Multiethnic/Multiracial (< 0.01 %).
Participants ranged in age from 23 years to 73 years (M= 42.76, SD = 11.64). Participants
described geographical location of schools as urban/suburban (77.11 %) and rural school
locations as (19.40 %). The Kaiser-Meyer-Olkin (KMO) measure of sampling adequacy
was .89. The Bartlett’s test was significant p < .001. These two statistical tests indicated
the data are suitable for factor analysis procedures. Main scores range from 2.44 to 3.38.
Nineteen of the 20 items were negatively skewed (range equals -1.34, -.05, SD = .132).
Kurtosis statistics ranged from -1.452 .78 with the standard error of .26.
The resulting scales of the SCPIS derived from factor models allow researchers to
calculate scores representative of implementation practices for problematic orientation,
school counselor’s use of computer software, and school counseling services. The higher
the scores, the greater percentage of ASCA model program implementation.
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SCPCS
The primary independent variable includes scale scores from the SCPCS. The
SCPCS is used to measure school counselors’ beliefs about the importance of the ASCA
National Model and the program components. This instrument consists of 19 questions
that are scored on a five-point Likert scale. The Likert items are scored based on five
criteria (e.g., one = very important to three = moderately important to five = not
important). All of the SCPCS questions are designed to target beliefs about specific
components of the ASCA National Model.
The SCPCS was developed to assess school counselor beliefs about the original
version of the ASCA National Model. A study of 1,278 school counselors was used to
standardize the instrument and to evaluate its psychometric properties. The instrument
was developed in 2002 based on (a) a review of literature of the comprehensive school
counseling program (b) discussion groups held with two focus groups composed of
ASCA National Model leaders (c) and consultation.
As part of the bootstrapping approach to instrument development, Hatch and
Chen-Hayes solicited feedback on the content validity of the instrument. School
counselors believed all items were moderately important to address in a comprehensive
school counseling program and mean ratings ranged from 1.27 to 2.39 (Hatch & ChenHayes, 2008). Large standard deviations suggested considerable variability among the
population of school counselors that participated. Less variability existed among
developing goals (SD = 0.60) and greater variability of monitoring and evaluating
students’ academic social emotional and personal performance (SD = 1.81). As part of
the instrument development process, Hatch and Chen-Hayes (2008) conducted an
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exploratory factor analysis using principal components of promax rotation and Kaiser
normalization. Through their analyses, the authors were able to discern the underlying
factor structure of the SCPCS. Four factors were extracted as representing eigenvalues
greater than 1.0 (Hatch & Chen-Hayes, 2008). The four factors were named and they are
presented from highest to lowest eigenvalue: (a) use of data for program planning, (b) use
of data for accountability, (c) administrative support, and (d) mission/goals/competencies
(Hatch & Chen-Hayes, 2008). The majority of the variance 43.50% was explained by use
of data for program planning, 8.90% was explained by use of data for accountability,
6.16% was explained by administrator support, and 5.62% was explained by mission,
goals, and competencies (Hatch & Chen-Hayes, 2008). Internal consistency estimates
were calculated for the entire scale and for subscales. Using Cronbach’s alpha for the
entire scale was .92, use of data for program planning .82, use of data for accountability
.80, administrative support .78, and mission, goals, and competencies subscales .86. A
repeated measure analysis of variance of subscales was found to be statistically
significant F (3, 1233) = 299.31, p < .001, ᶯ²= .20, which indicates a large effect size.
Post-hoc tests revealed differences in all possible pairwise comparisons of the
subscales p <.001 indicating significance. Mission, goals, and competencies (M = 1.61;
SD = .68), administrator support (M = 1.69; SD = .70), use of data for accountability (M =
1.91; SD= .79), and use of data for program planning (M = 2.17; SD =.83).
Hatch and Hayes (2008) indicated that a one-way multivariate analysis of
variance with the level of practice (elementary, middle, high, multilevel, or school
counseling program supervisor) as a dependent variable and the four subscales as
dependent variables was performed and the omnibus MANOVA was significant Wilks’
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A (16, 3691) = .97, multivariate F = 2.67, p < .001, partial ᶯ² = . 01, indicating a small
effect size (Hatch & Chen-Hayes, 2008). Hatch and Chen-Hayes (2008) indicated that
follow-up univariate ANOVAs showed counselors working at different levels indicated
significantly different mean scores but small effect sizes with each subscale (Hatch &
Chen-Hayes, 2008): use of data for program planning, F (4, 1211) = 2.46, p = .044, ᶯ²=
.001; use of data for accountability, F (4, 1,211) = 2.74, p = .028, ᶯ²= .001; administrator
support, F = (4, 1211) = 3.04, p = .017,ᶯ²= .001; and mission, goals, and competencies, F
(4, 1211) = 2.97, p = .019,ᶯ²= .001. The SCPCS is a useful tool to measure school
counselors beliefs about the implementation of the ASCA National Model (Hatch &
Chen-Hayes, 2008). Overall the SCPCS is a useful instrument for determining school
counselor beliefs in the components of the ASCA National Model.
Statistical Analysis
Hierarchical multiple regression analysis was used for this research study. Due to
the use of scales and total scores, hierarchical multiple regression was the best option for
this research study. Multiple regression is an extension of simple linear regression.
Multiple regression attempts to determine a linear relationship between the dependent
(SCPIS) and independent (SCPCS) variable. The independent variables were the subscale
scores on the SCPCS instrument, while the dependent variable was the total scores on the
SCPIS instrument. Both of these reliable instruments look at specific components within
the ASCA National Model. Dummy coding will be used prior to entering variables into
SPSS.
Hierarchical multiple regression can explain variance in the dependent variable.
R² is the percent of variance in the dependent variable explained collectively by all the
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independent variables involved in the study. Hierarchical multiple regression shares all
assumptions of correlation through analyzing linearity of relationship, homoscedasticity,
interval data, and absence of outliers.
Using hierarchical multiple regression in this research study allowed for
exploration of five essential research questions:
(a) Which of the demographic predictor variables (i.e., years of experience,
CACREP, etc.) explain the largest degree of variance in implementation of a
comprehensive school counseling model (as measured by the SCPIS)?
(b) With all demographic variables held constant, does belief in using data for
program improvement (SCPCS) significantly contribute to the explained
variance in implementation of a comprehensive school counseling model as
measured by SCPIS?
(c) With all demographic variables held constant, does belief in using data for
program accountability (SCPCS) significantly contribute to the explained
variance in implementation of a comprehensive school counseling model as
measured by SCPIS?
(d) With all demographic variables held constant, does belief in administrative
support (SCPCS) significantly contribute to the explained variance in
implementation of a comprehensive school counseling model as measured by
SCPIS?
(e) With all demographic variables held constant, does belief in establishing a
school counseling mission statement/goals/competencies (SCPCS)
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significantly contribute to the explained variance in implementation of a
comprehensive school counseling model as measured by SCPIS?
The Statistical Package for Social Sciences (SPSS) was used to conduct the
hierarchical multiple regression analysis. The assumptions of multicollinearity were
checked by reviewing collinearity charts containing variance inflation factor (VIF) and
tolerance. A visual examination of plots was done to ensure no violations to the
assumptions occurred. Hierarchical multiple linear regression analysis makes several key
assumptions: linear relationships, multivariate normality, no or little multicollinearity, no
autocorrelation and homoscedasticity. Descriptive statistics and standard deviations were
also examined.
A Priori Power Analysis
In order to examine the combination of variables that best predict implementation
of the ASCA National Model, individuals who held ASCA membership, were members
of ASCA SCENE, and practicing school counselors were solicited for participation in the
study. At least 103 participants were required to meet acceptable power levels of .80 for
multiple regression studies. According to Balkin and Sheperis (2011), in order to
determine minimum sample size, an a priori power analysis should be conducted using
G*Power with an effect size of .15, error probability of .05, and power set at .80. Based
on these criteria, the resulting required sample size was 103. Although Sheperis and
Balkin (2011) indicated that general guidelines are not adequate as a solitary method for
estimating power and sample size, they may be useful as a way of validating the power
analysis determined from G*Power.
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Tabachnick and Fidell (2013) established general guidelines for multiple
regression analysis related to power, alpha level, number of independent variables, and
expected effect size. According to these authors, when testing b coefficients, or
independent variables, n > = 104 + m, where m = the number of independent variables.
The guideline for testing R-square, or the multiple correlation, is n > = 50 + 8m.
According to these equations, the present study required between 106 and 111. The
G*Power program estimates that a minimum sample size should be 103 participants. The
general guidelines were used to validate the G*power findings but have a slightly higher
estimate. Because G*power is the more reliable estimate of power, the targeted sample
size for this study was 103 individuals who were members of ASCA and practicing
school counselors.
It is important to note that Tabachnick and Fidell (2013) cautioned against the use
of excessive participants in multiple regression analysis. Because the test of significance
includes sample size, an increased risk of deriving significance from the slightest of
variance occurs when the sample size is unnecessarily inflated. Thus, it was important to
use a sample close to what had been estimated through power analyses. While the
Tabachnick and Fidell estimate for sample size was only slightly higher, it was important
to rely upon the G*power calculation.
Summary
In conclusion, examining the relationship among beliefs, demographic variables,
and implementation of the ASCA National Model could prove to explain much of the
variability in school counseling program operations across school districts. School
counselors and educators can benefit from this research in order to better prepare for
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obstacles and struggles in model implementation. Using multiple regression allows for
the development of a prototype that best predicts implementation of the ASCA National
Model. This research study will examine the relationship between scores on the SCPCS
and SCPIS with consideration of age, years of experience, teaching experience,
geographical location, K-12 level, and training program CACREP status on the
professional school counselor. By examining the nature of these relationships and the
ability of the independent variables to predict implementation, school counselor training
can be improved. An explanation of the variance in ASCA model implementation has
implications for practicing school counselors as well as counselor educators.
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RESULTS
The purpose of this study was to examine the relationship between beliefs
surrounding the ASCA National Model and implementation of a comprehensive school
counseling program. While it is clear that a heavy emphasis has been placed on the
ASCA National Model, there is limited research on the variables that impact successful
implementation. Thus, the primary question in this study was, “What percent of variance
in model implementation could be explained by school counselor belief in the model?”
In order to investigate this question as well as the percent of variance explained
by related demographic variables, a predictive design was used. Hierarchical multiple
regression analysis was conducted to determine the extent of relationship between the
dependent variable (SCPIS) total score, the independent variable (SCPCS) subscale
scores, and demographic variables. The independent variable SCPCS consists of four
subscales used to examine beliefs. The subscales are 1) use of data for program
improvement, 2) use of data for accountability, 3) administrative support, 4) mission
statement, program goals and competencies.
The analyses included the results of the instruments as well as data from research
supported variables (CACREP, school counseling experience, geographical location, K12, age) and hypothesized variables (gender, perceived administrative support, ASCA
member, school counseling continuing education annually, public or private school
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setting). The data analyses were used to explain the relationship between belief in the
ASCA National Model and implementation of the model in school settings. In
consideration of the variables examined and the potential degree of variance that can be
explained through analyses of the data related to the variables, the following questions
were explored:
(a) Which of the demographic predictor variables (i.e., years of experience,
CACREP, etc.) explain the largest degree of variance in implementation of a
comprehensive school counseling model (as measured by the SCPIS)?
(b) With all demographic variables held constant, does belief in using data for
program improvement (SCPCS) significantly contribute to the explained
variance in implementation of a comprehensive school counseling model as
measured by SCPIS?
(c) With all demographic variables held constant, does belief in using data for
program accountability (SCPCS) significantly contribute to the explained
variance in implementation of a comprehensive school counseling model as
measured by SCPIS?
(d) With all demographic variables held constant, does belief in administrative
support (SCPCS) significantly contribute to the explained variance in
implementation of a comprehensive school counseling model as measured by
SCPIS?
(e) With all demographic variables held constant, and does belief in establishing a
school counseling mission statement/goals/competencies (SCPCS)
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significantly contribute to the explained variance in implementation of a
comprehensive school counseling model as measured by SCPIS?
Descriptive Statistics
One hundred twenty-nine (129) school counselors voluntarily chose to participate
in this research study. Of the 129 participates, 103 were selected to comprise the final
sample. Sixteen participants were removed due to not completing the survey in its
entirety and 10 were not currently working as a school counselor in a K–12 setting. Based
on the results of a power analysis conducted through G*Power, the total sample needed
for this study was 103 school counselors. G*Power with an effect size of .15, error
probability of .05, and power set at .80 was used in this study.
The participants were comprised of 13 (12.62%) males and 90 (87.38%) females.
Participants were asked to indicate their perceived administration support for the school
counseling program. Participants indicated very supportive, supportive, or not supportive.
The majority of participants in this study 67.96 %, (n = 70) perceived school
administration to be very supportive of the school counseling program. Although at a
lesser level, 28.16 %, (n = 29) of the participants indicated that their administrators were
somewhat supportive. It is important to note that only 3.88 % (n = 4) indicated that the
school administration was not supportive of the school counseling program. The majority
of participants 79.41 % (n = 81) indicated that they were ASCA members, while 20.59%,
(n = 22) were not ASCA members. The participants also indicated a high level of
commitment to continuing education with 78.64 % (n = 81) reporting that they annually
obtain continuing education hours specific to school counseling. Conversely, 21.36 % (n
= 22) of the sample reported not obtaining school counseling specific continuing
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education hours. Of particular note is that 90.29 %, (n = 93) of the participants in this
research study indicated that they were working in a public school setting at the time of
the study, while 9.71% (n = 10) were working at a private school setting. The sample for
the study was geographically diverse with 23.30% (n = 24) of participants from the West
region of the US (WA, MT, OR, ID, WY, CA, NV, UT, CO, AZ, AK, HI, NM), 37.86 %
(n = 39) from the South region (TX, OK, AR, LA, MS, AL, GA, TN, KY, WV, VA, NC,
SC, FL), 18.45 % (n = 19) from the Midwest region (ND, SD, NE, KS, MN, IA, MD, WI,
IL, IN, MI, OH), and 20.39 % (n = 21) from the Northeast region (PA, NY, VT, NH, ME,
NH, RI, CT, DE, MD, MA).
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Table 1
Demographic Characteristics of School Counselors who participated in Current Study
Characteristics

n

Male
Female

90
13

Admin Perceived Support
Very Supportive
Somewhat Supportive
Not Supportive

70
29
4

ASCA Members
Yes
No

81
22

Obtains Annual School Counseling CEUs
Yes
No

81
22

School Setting
Public School
Private School

93
10

Regions
West
South
Midwest
Northeast
(n = 103)

24
39
19
21

CACREP status, level of school counseling experience, geographical location of
school, K-12 grade level for employment, and age were used as control variables in this
study. These variables were dummy coded for statistical analysis purpose. The majority
of participants in the study (63.73%) indicated that they attended an accredited CACREP
graduate program, while 21.57% indicated that they did not graduate from a CACREP
accredited university. It also is important to note that 14.71% reported that they were not
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sure of the CACREP status for their institution. Participants reported years of school
counseling experience as follows: 23.30% with 0 to 2 years of experience, 21.36% with 3
to 5 years of experience, 12.62% with 6 to 8 years of experience, 18.45% with 9 to 12
years of experience, 15.53% with 13 to 15 years of experience, 3.88% with 16 to 19 years
of experience, and 4.85% with 20+ years of experience. Geographical location was
reported as 33.98% rural, 26.21% urban and 39.81% suburban. K-12 grade level was
reported as 41.75% elementary, 23.30% middle school, & 34.95% high school. Age of
the participants was reported as 1.94% being 18 to 24 years, 33.01% being 25 to 34 years,
36.89% being 35 to 44, 24.27% being 45 to 54 years, and 3.88% being 55 to 64 years.
There were no participants over age 64.
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Table 2
Variables held Constant in the Current Research Study
n

Control Variables

Age
18 – 24
25 – 34
35 – 44
45 – 54
55 – 64
65 – 74
75 >

2
34
38
25
4
0
0

Years of Experience
0–2
3–5
6–8
9 – 12
13 – 15
16 – 19
20 +

24
22
13
19
16
4
5

Location of School
Rural
Urban
Suburban

35
27
41

Grade Level
Elementary
Middle School
High School

43
24
36

CACREP Status of Participants
CACREP University
Not CACREP
Not Sure
(n = 103)

65
22
16

Belief in the ASCA National Model was measured using the SCPCS. The SCPCS
consists of 19 questions and the questions were scaled from 1 to 5, with lower numbers
indicating stronger belief of importance. Mean raw scores indicated the participant’s
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belief in the ASCA National Model. The SCPCS factors examined data used for program
improvement, accountability, administrative support, and mission/goals/competencies.
Data used for program improvement consisted of six questions. Raw scores closer to six
indicate a stronger belief, while scores closer to 30 indicate that the participant views the
use of data for program improvement as less important. Participants of this study
indicated that the use of data are important with M = 10.09, SD = 3.48. Data used for
accountability consisted of five questions. Raw scores closer to five indicate a stronger
belief, while scores closer to 25 indicate less importance placed on data for
accountability. Participants again reported a stronger belief in accountability (M = 8.84,
SD = 3.36). Administrative support consists of three questions. Raw scores closer to three
indicate stronger belief, while scores closer to 15 indicate less importance placed on
administrative support. Participants reported having administrative support (M = 5.12, SD
= 1.65). Finally, missions, goals, and competencies consist of five questions. Raw scores
closer to five indicate stronger belief, while scores closer to 25 indicate less importance
placed on missions, goals, and competencies. Participants also reported having stronger
beliefs towards establishing school counseling mission/goals/competencies (M = 8.71, SD
= 3.15). Table 1 provides the descriptive statistics for the SCPCS.
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Table 3
Descriptive Statistics for Independent Variables
Descriptive Statistics
Data for Program
Improvement
Data for Program
Accountability
Administrative Support
Goals/Mission/Competencies
(n = 103)

M
10.09

SD
3.48

8.84

3.36

5.12
8.72

1.65
3.15

The SCPIS was used to measure perceived implementation of the ASCA National
Model. Twenty questions were scaled from 1 to 4, with the higher score indicating a
more fully implemented program. The total raw scores ranged from 20 to 80, with higher
scores indicating more fully implemented models. The total score of the SCPIS was used
(M = 62.96, SD = 13.4). See Table 4 for a summary of the data resulting from the SCPIS.
Table 4
Descriptive Statistics for SCPIS
M
62.96

Descriptive Dependent Statistic
SCPIS

SD
13.40

Data Analyses
The analyses conducted during this research were performed using SPSS.
Hierarchical multiple regression was the primary data analysis employed for purposes of
answering the research questions. This allowed for predictors to be entered into the
regression equation one at a time. Using this method allowed for analysis of individual
variables as predictors as well as combinations of variables.
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Data from the instruments were cleaned and manipulated before being analyzed in
SPSS. First, because the scales of the two instruments were opposite in direction, scores
on the SCPCS were inverted to be linear with the SCPIS. Second, the demographic
variables were dummy coded. Third, all raw scores were converted to Z scores and then
to T scores. Due to the data being inverted, Z scores were required to make all data and
control variables linear. The data transformation was conducted to meet the requirements
of multiple linear regression analysis. The table below identifies the descriptive statistics
for all variables after data are inverted, raw scores converted to z-scores, and then to tscores. Each individual variable with total number, mean, and standard deviation is
represented.
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Table 5
Descriptive Statistics for All Variables after Data Transformation
age1824
age25-34
age35-44
age45-54
age55-64

M
.02
.34
.37
.23
.04

SD
.14
.48
.49
.42
.19

yoe0-2
yoe3-5
yoe6-8
yoe9-12
yoe13-15
yoe16-19
yoe-20

.23
.22
.13
.18
.15
.04
.05

.42
.42
.33
.39
.35
.19
.22

urban
suburban
rural

.25
.40
.35

.44
.49
.48

elementary
middlesch
highsch

.42
.23
.35

.50
.42
.48

CACREPyes
CACREPno
CACREPnotsure

.64
.21
.15

.48
.41
.35

50.0
50.0
50.0
50.0
50.0

10.00
10.00
10.00
10.00
10.00

SCPIS_tscore
AS_tscore
DFP_tscore
DFA_tscore
MGC_tscore
(n = 103)
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Impact of Demographic Variables
The first regression model was designed to examine the first research question to
determine which of the demographic predictor variables (i.e., years of experience,
CACREP, etc.) could explain the largest degree of variance in implementation of a
comprehensive school counseling model (as measured by the SCPIS). While the
demographic variables were not statistically predictive of implementation of a school
counseling program (F [16, 102] = 1.11, p = .36), the researcher did note that having 6 to
8 years of experience had the strongest influence (β = 8.06, p = .029) of all demographic
variables. Six (6) to 8 (β = 8.44, p = .02) and 9 to 12 (β = 7.94, p = .028) years of
experience had the strongest influence on data for program improvement. Six to 8 (β =
8.34, p = .022), 9 to 12 (β = 7.83, p = .033) and 13 to 15 (β = 7.84, p = .046) years of
experience had the strongest influence on data for accountability. Six (6) to 8 (β = 9.22, p
= .014), 9 to 12 (β = 8.61, p = .021) and 13 to 15(β = 8.67, p = .030) years of experience
had the strongest influence on administrative support. Six (6) to 8 (β = 9.33, p = .014), 9
to 12 (β = 8.75, p = .021) and 13 to 15 (β = 8.84, p = .030) years of experience had the
strongest influence on mission/goals/competencies. Overall, 6 to 8 years of experience
exhibited the strongest influence on all variables.
Impact of Beliefs
After the first regression model, the demographic variables were then held
constant to determine if beliefs alone impacted implementation of a comprehensive
school counseling program. The order of entry followed for hierarchical regression was
1) data for program improvement, 2) accountability for program improvement, 3)
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administrative support, and 4) mission\goals\competencies. This order was determined
based on theory derived from SCPCS research (Carey & Dimmitt, 2012a).
Using Data for Program Improvement. With all demographic variables held
constant, the second regression model examined the impact of school counselor belief in
using data for program improvement on implementation of a comprehensive school
counseling model. This model predicted that strong belief in using data for program
improvement is statistically predictive of implementation of a comprehensive school
counseling model, F(17, 102) = 1.368, p = .03. R² for the model was .22, indicating that
about 22% of the variance in model implementation was explained by counselor’s belief
in using data for program improvement
Using Data for Program Accountability. The third regression model added the
impact of counselor’s belief in using data for accountability, again with demographic
variables held constant. This model was not statistically significant in predicting
program implementation, F (18, 102) = 1.28, p = .22.
Belief in Administrative Support. Keeping demographic variables constant, the
fourth regression model added counselor’s belief in administrative support. This model
was not statistically significant, F (19, 102) = 1.29, p = .21.
Belief in Missions/Goals/Competencies. The final regression model, which held
all demographic variables constant, added the SCPCS subscale for belief in mission/
goals/competencies. This model was not statistically significant, F (20, 102) = 1.22, p =
.26.
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Table 3 provides a summary of the regression models for the hierarchical multiple
regression analyses.
Table 6
Model Summary
ModelR²
1
2
3
4
5

FCh df1

.171 1.11
.215 4.74
.215 .07
.229 1.41
.229 .05

16
1
1
1
1

df2
86
85
84
83
82

Sig.
.360
.032
.797
.239
.823

Summary of Results
Only the second regression model was statistically significant. Belief in using data
for program improvement was found to significantly predict implementation of a
comprehensive school counseling program. However, while not statistically significant,
the first regression model did indicate that having six to eight years of experience was the
most influential demographic variable on implementing a comprehensive school
counseling program, which could be of practical use.
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CONCLUSION
The ASCA National Model has always faced its challenges due to ever changing
school systems and school counseling job identity. Despite the struggles the model has
continuously represented best practice for professional school counselors in the K-12
environment. Research has consistently shown that evidence-based ASCA National
Model implementation benefits schools and individual student achievement. Examination
of the relationship between beliefs and model implementation further supports best
practice for professional school counselors.
Bounded rationality has proven to be an appropriate theoretical lens with which to
view the individual decision-making process about ASCA National Model
implementation. Barros (2010) defined rationality as a complex process that finds balance
between conformity, establishing an end, and values. If this is true for most individuals,
decision-making can be directly related to belief which for the purposes of this study does
impact national model implementation. Bounded rationality is the most supportive
theoretical perspective for understanding decision-making. For professional school
counselors, implementation of the national model, appears to be a rational decisionmaking process based on beliefs about the model and the relationship of those beliefs to
certain variables. This chapter will include a review of the results of the research from a
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bounded rationality framework and an explanation of the findings within the context of
the broader school counseling profession.
This study was designed to examine the predictive relationship between belief in
the ASCA National Model among practicing school counselors and actual ASCA
National Model implementation within school systems. The SCPCS was used to assess
school counselors’ beliefs about the importance of the ASCA National Model and its
program components. Participants were able to answer 19 questions on a Likert scale
ranging from one being very important and five being not important. These 19 questions
have four factors that can be examined: use of data for program improvement, use of data
for accountability, administrative support, and mission statement/program goals/program
competencies. Each of these four subscales identifies specific components that measure
school counselors’ beliefs about the importance of the national model. The SCPIS was
used to assess the degree of current implementation of the ASCA National Model in a
school counseling program. The overall score was used to predict implementation with
higher scores indicating more fully implemented programs. Participants also indicated
CACREP status, school counseling experience, geographical location, K-12 grade level,
and age. For purposes of this research study we can directly see how these variables play
a role in predicting implementation of a comprehensive school counseling model.
The sample for this study began with 129 school counselors. However, 16 of the
participants did not complete their surveys in its entirety and were excluded from the
final sample. An additional 10 participants were not activity working as a school
counselor and were also excluded from the sample. The final sample included 103
participants. Of the 103 participants, 13 were males and 90 were females. The
92

participants reported ages ranging from 18 to 24 (n = 2; 1.94%), 25 to 34 (n = 34;
33.01%), 35 to 44 (n = 38; 36.89%), 45 to 54 (n = 25; 24.27%), and 55 to 64 (n = 4;
3.88%). There were no participants over age 64. The majority of participants (n = 70;
67.96%) indicated that they perceived their administration as very supportive, while
28.16% (n = 28) viewed their administration as somewhat supportive. A small portion of
the sample saw their administration as not supportive (n = 4; 3.88%). The majority of
participants (n = 81; 79%) reported being members of the American School Counseling
Association. Seventy-nine percent (n = 81) of participants also indicated that they obtain
school counseling specific continuing education hours annually. The majority of school
counselors (n = 93; 90%) indicated their school environment was public. Years of
experience as a school counselor ranged from zero to more than 20 years with the
following categories specifically reported: 0 to 2 years - 23.30% (n = 24), 3 to 5 years21.36% (n = 22), 6 to 8 years -12.62% (n = 13), 9 to 12 years - 18.45% (n = 19), 13 to
15 years - 15.53% (n = 16), 16 to 19 years - 3.88% (n = 4), and 20+ years - 4.85% (n =
5). Geographical location of the school was reported as 33.98% rural (n = 35), 26.21%
urban (n = 27), and 39.81% suburban (n = 41). Grade level for employment as a school
counselor was reported as 41.75% (n = 43) elementary, 23.30% (n = 24) middle school,
34.95% (n = 36) high school. The majority of participants reported that they had
graduated from a CACREP institution 64% (n = 65) while, 22 % (n = 22) indicated they
had not and 14 % (n = 16) were not sure. Region the school counselor worked in was
identified as the West being 23.30% (n = 24), the South 37.86% (n = 39), the Midwest
18.45% (n = 19), and the Northeast 20.39% (n = 21).
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Given the sample descriptive data above, it is safe to summarize that the majority
of the participants were females who found their administration to be very supportive.
They maintain membership in the American School Counselors Association, obtain
school counseling continuing education hours annually, work as school counselors in a
public school setting, and graduated from a CACREP accredited institution. The sample
was more uniform in distribution with regard to age of the school counselor, years of
school counseling experience, geographical location, and grade level in which the school
counselor was employed. Multiple regression analyses were employed to examine the
influence of beliefs, CACREP university degree, school counseling experience,
geographical location, K-12 setting, and age on implementation of the ASCA National
Model. Hierarchical Multiple Regression analysis was employed to test the ability of
beliefs and the impact on implementation of the national model with constants and a
theoretical order of variable input.
Discussion of Results
The ASCA National Model was developed in 2000, making it relatively new to
the school counseling profession. Much time, energy, training, and money have been
spent to help school counselors effectively implement this national model since then.
However, there has been a paucity of research on the factors that predict implementation
of the national model. This study aimed to identify variables that predict implementation
with belief in the model being a primary measurement. Based on the hierarchical
regression analyses performed in this study, and discussed in chapter 4, there is a clear
relationship between particular school counselor beliefs and model implementation.
ASCA (2012) hypothesized that school counselors’ beliefs about the necessary
94

components of a professional school counseling program are essential to model
implementation. ASCA also suggested and encouraged future school counseling research
related to school counseling program component beliefs (ASCA, 2012; Hatch & Hayes,
2008). Being able to identify the best combination of predictors for implementation of the
ASCA National Model would help to facilitate model implementation nationwide.
Demographic Variables
The present study incorporated a broad set of demographic variables including:
CACREP status of graduate degree, age of school counselor, years of experience as a
school counselor, geographical location (rural, urban, suburban), and grade level
employed (elementary, middle school, high school). Of these variables, six to eight years
of experience had the strongest influence on beliefs and national model implementation;
although this was not statistically significant. However, this may be of practical
importance. This timeline is consistent with the ASCA nationwide RAMP programs,
which increased school counselor advocacy for appropriate roles and had a strong push
for data driven programs. Professional school counselors with six to eight years of
experience would have entered the profession during a national drive toward model
implementation.
Furthermore, new school counselors may struggle with model implementation
initially, but after a few years of experience become more comfortable with appropriate
job roles. New professional school counselors may be adjusting to their new roles and
find it difficult to implement the National Model, especially if they are coming into
positions with established job roles that may not align with the ASCA National Model. In
this case it may take several years for school counselors to advocate for a correction to
95

their job roles and program implementation. School counselors who have been in field for
six to eight years may be more comfortable in their roles and able to manage the
implementation of the model better than their younger or less experienced counterparts.
First year or new school counselors potentially need mentorship when beginning a new
professional school counseling position. Identifying the specific hurdles of emerging
school counselors could be a great step in assisting new professional school counselors
with model implementation.
It is important to also note that after 12 years of experience belief in the model
seems to decrease; this may be because school counselors did not receive education on
the national model because it was not introduced until 2000.
Beliefs in Using Data for Program Improvement
The belief in using data for program improvement was shown to be a significant
variable in explaining the variance related to ASCA National Model implementation.
ASCA’s RAMP system highly emphasizes the importance of using data to drive school
counseling program improvement. The findings of this study support the idea that school
counselors who utilize a data driven approach are more likely to implement the model in
their school counseling program. These school counselors are likely involved in strategic
and educational planning as part of their ongoing process. As outlined in the RAMP,
these school counselors support key changes with data (Young & Kaffenberg, 2013). The
benefits of data driven programs are numerous.
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Beliefs Surrounding the Use of Data for Accountability
Research suggests that using data for program accountability could help school
counselors monitor specific program outcomes. Topdemir (2013) suggested that when
school counselors use data in terms of accountability they are able to see the direct
impact on students, teachers, staff, administrations, and parents. However, the result of
this study did not support evidence for a relationship between belief in using data for
accountability and model implementation. Using data for program improvement is
consistent with the ASCA’s push for more data incorporated schools. Over the last
decade, ASCA has spent much effort in advocating for data that supports the school
counseling job role. Along with ASCA, school districts have also pushed with data for
student support. Accountability for school counselors is an essential role for program and
student guidance.
Beliefs Surrounding Administrative Support
Administrative support plays a critical role in the functioning of a school
counseling program (Payne, 2011). In many cases, researchers have demonstrated that
administrators were unaware of the primary roles of professional school counselors (Joy,
Hesson, & Harris, 2011; Saginak & Dollarhide, 2006). However, participants in this
study indicated a high level of support from administrators for their professional school
counseling programs on the demographic survey. This result is quite different from
research that was conducted in the early 2000’s. Because support was seen as consistently
high and the data had little variability, beliefs surrounding administrative support had no
impact on implementation when the demographic variables were held constant.
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Almost 68% participants indicated that they had very supportive administration for their
school counseling programs. This result is quite noteworthy. Although not significant in
explaining the variance in model implementation, the lack of variability in perceived
support is a positive shift from previous research with administrative support and
administrative understanding of professional school counselor roles.
A number of efforts have been dedicated to advocacy for the role of professional
school counselors within a school system. Much work has been dedicated to educating
school and district level administrators about the types of duties that school counselors
perform and the level of training they receive for their roles. The high level of perceived
report is a major shift from previous years and should be explored further to determine
the level of consistency across school counselors in the general population.
Beliefs Surrounding Mission/Goals/Competencies
Mission statement, goals, and competencies are the foundational component
behind the ASCA National Model. Burkard (2012) stated these three essential
components of the model help direct intended goals and increase academic achievement
for all students. It has been hypothesized that a mission statement, program goals, and
competencies would facilitate higher levels of implementation with regard to the national
model (ASCA, 2012; Burkard, 2012; Hatch & Chen-Hayes, 2008). However, this study
did not support the notion that belief in a school counseling mission statement, goals, and
competencies impacted model implementation. Again, this finding is noteworthy.
Because the ASCA model is highly tied to accountability and data, it would be natural to
assume that the structure of a school counseling program based on the model would stem
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from mission, goals, and competencies. It would also be assumed that belief in these
elements would be related to implementation of the model.
Implications for Practice
The idea for this study was to provide guidance for school counselor educators on
factors that increase ASCA National Model implementation. Counselor educators who
train school counselors can benefit from the results of this study. While it may be logical
to state that beliefs impact implementation, the results of this study support a change to
training methods. Based on this study, school counselor educators could focus more on
the importance of using data for program improvement to further implementation of the
ASCA National Model. While theoretically beliefs in establishing a mission statement,
goals, and competencies are important, this study revealed that this was not critical to
implementing the model in a school setting. This study also revealed that belief in the use
of data for accountability and administrative support was also not critical to model
implementation. Additionally, school counselor educators should be clear about barriers
that may impact implementation during the first five years of employment, and strategies
for overcoming those barriers. Furthermore, counselor educators can work with school
districts to develop strategies for early career mentorship toward model implementation.
Inevitably, this research adds support to the school counseling profession and how school
counselors can better serve students through model implementation. Placing emphasis on
schools and professional school counseling careers that are data driven for change and
national model focused, heightened student success (Dimmitt, 2009; Klein et al., 2013).
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Limitations and Recommendations
Overall this study followed a strong research design and the analyses conducted
were thorough. However, all studies have limitations. The limitations of this study are
tied to several areas. First, although participation in the research was voluntary, the
participants are likely school counselors who are active participants in their school
counseling roles. Clearly the participants maintain professional involvement because they
were solicited from ASCA SCENE, a school counseling social media group site. This
group site is designed for sharing information and research in the school counseling
profession. Those school counselors who are members of ASCA SCENCE may have a
higher degree of belief in the ASCA model than other school counselors and may have
some different characteristics than the general population of school counselors. A
replication of this study might involve a larger sample with a higher proportion of school
counselors solicited from various sources.
Also, participants indicated that 79.41% were members of ASCA and 78.64%
obtained school counseling specific continuing education hours annually. Again, these
characteristics indicate a sample that is dedicated to their profession. The school
counseling profession recognizes not all school counselors’ hold professional standards to
such a high degree and that some school counselors may be employed in school districts
that do not adequately support school counseling job roles. As such, the sample may be a
more specific subset within in the school counseling profession. Additionally, while
maintaining appropriate power, the sample size could be a limitation from a practical
significance standpoint. While results can be generalized to the population of school
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counselors who are members of ASCA SCENE, a larger and broader sample could assist
in validating the results for the full population of school counselors.
The two instruments used in this research study might be viewed as emerging
measures within the school counseling profession. While the SCPIS & SCPCS are
validated instruments that were developed for specific purposes, additional research is
needed to support their use. While these instruments are emerging measures, they are the
only measures that were available for this type of study. Future researchers should
consider further evaluation of the instruments and the development of additional
instruments.
Another limitation that might be considered is that quantitative assessment
provides a unidimensional perspective. Without explanation of the participants’
perspectives, experiences, and additional trainings, a lived experience is missing from
this study. Future research might involve a qualitative inquiry related to beliefs and
implementation among members of the ASCA SCENE. Lastly, while hierarchical
multiple regression is a multivariate approach to data analysis and one that is respected
within counseling research, future studies could employ even more advanced models of
data analysis like structural equation modeling. While the use of hierarchical regression
might be considered as a limitation, the theoretical order of entry into regression
modeling was appropriate because of the lack of information related to variables that are
related to ASCA model implementation.
Recommendations for Future Research
Recommendations for future research could center on qualitative investigation of
the lived experiences of those school counselors who implement the model and the
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beliefs they hold toward the model. Receiving a more in depth understanding of how they
feel about different parts of the model and what they chose to implement and not
implement would fill in gaps. For example, does the school counselor focus on specific
parts of the National Model because the district emphasizes it or because they believe it is
more important? Due to the nature of the counseling profession, having a more in-depth
understanding of individual school counselors’ beliefs around the National Model would
prove beneficial. Additionally further development of assessment instruments might help
to attain a more precise measurement of beliefs and implementation of the national
model. As done in this study, future researchers who use the SPCIS and the SCPCS
should analyze data separately pulling out the specific identified components for each
instrument. Particularly looking at the four belief factors that make up the instrument
(data for program improvement, data for accountability, administrative support,
mission\goals\competencies) and how they directly impact the three subscales of the
SPCIS instrument (programmatic orientation, school counseling services, school
counselor’s use of computer software). This would give a more in-depth understanding of
what specific model components are impacted by belief. Future researchers may also
want to include additional demographic information such as internship and practicum
length, school counseling/school counseling supervisor’s credentials, related experience
and/or training, and school counseling curriculum completed. Furthermore, looking
specifically at new professional school counselors struggles with the model those first
few years would help guide mentoring. Having a clearer understanding of training and
how that might promote or discourage model implementation would help to advance the
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profession. Knowledge and awareness of hurdles is the best method to prevention and
elimination.
Summary
In closing the ASCA National Model is a complex framework for best practice of
the professional school counselor. Over the years since it was first implemented some
barriers have been identified and explored to better increase successful implementation
and program improvement through the model. This research adds to the current
professional literature base by expanding on the knowledge and struggles of the
professional school counselor. Examining the relationship among beliefs, demographic
variables, and implementation of the model has proven successful in yet identify
additional barriers. A better understanding of how beliefs directly impact National Model
implementation helps not just professional school counselors but counselor educators.
This research examined the relationship between scores on the SCPIS and SCPCS, along
with age, years of experience, geographical location, K-12 grade level, and CACREP
program status. Based on the results of the study, it appears that years of experience had
the greatest influence on beliefs and prediction for implementation of the ASCA National
Model. As a result of this study, it can be hypothesized that by increasing mentorship for
new school counselors, an increase in ASCA National Model implementation within
school counseling programs should occur. Overall the research participants reported
greater beliefs in implementation in the data for program improvement portion of the
ASCA National Model.
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Dear Colleague,
I am emailing to request your participation in a study that will examine several factors in
an effort to improve school counseling support and trainings throughout the state of
Mississippi. In this study, we will be examining your role in the schools, administrative
support, your job satisfaction, and your future employment plans. The goal of this project
is to gather information to help us design more effective outreach tools and to understand
what areas of support are needed in order to move us closer to the defined role of the
school counselor by the American School Counselor Association and to decrease job
burnout. Participation will include taking an online survey, which should only take about
10 minutes. Thank you so much for your time and help!
STUDY INFORMED CONSENT
The purpose of this study is to explore factors that may affect school counseling
program implementation, and school counselor job satisfaction. You will be asked to
respond to items via an online survey website. It is anticipated that is process sill take
approximately 15 minutes.
There is minimal risk associated with this research. Some participants may feel
anxiety as a result of completing items about a relationship with and professional
behaviors of a colleague. Participants may benefit from this study through the
opportunity to reflect on their school counseling programs and working relationships.
The confidentiality of your participation and responses will be maintained by not
requesting identifying data. The data will be stored on the student researcher’s computer
and an external hard drive. All files will be password protected.
By indicating your agreement with this consent form, you agree that you
understand the procedures and any risks and benefits involved in this research. You are
free to ask questions at any time. You are also free to refuse participate or to withdraw
your consent to participate in this research at any time without penalty or prejudice; your
participation is entirely voluntary. Your privacy will be protected because you will not be
identified by name as a participant in this project.
By indicating your agreement, you are affirming that you are 18 years of age or
older and agreeing to participate in the project described above. Please print a copy of
this informed consent form for your records.
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School Counseling Program Implementation Survey
Please rate each statement below in terms of the degree to which it is currently implemented in your School’s School
Counseling program. Circle your response using the following Rating Scale:
1 = Not Present;

2 = Development in Progress;

3 = Partly Implemented;

4= Fully Implemented

1. A written mission statement exists and is used as a foundation by all counselors.

1

2 3 4

2. Services are organized so that all students are well served and have access to them.

1

2 3 4

3. The program operates from a plan for closing the achievement gap for minority
and lower income students.

1

2 3 4

4. The program has a set of clear measurable student learning objectives and
goals are established for academics, social/personal skills, and career development.

1

2 3 4

5. Needs Assessments are completed regularly and guide program planning.

1

2 3 4

6. All students receive classroom guidance lessons designed to promote academic,
social/personal, and career development.

1

2 3 4

7. The program ensures that all students have academic plans that include testing,
individual advisement, long-term planning, and placement.

1

2 3 4

8. The program has an effective referral and follow-up system for handling student crises.

1

2 3 4

9. School counselors use student performance data to decide how to meet student needs.

1

2 3 4

10. School counselors analyze student data by ethnicity, gender, and socioeconomic level to
identify interventions to close achievement gaps.

1

2 3 4

11. School counselor job descriptions match actual duties.

1

2 3 4

12. School counselors spend at least 80% of their time in activities that directly benefit
students.

1

2 3 4

13. The school counseling program includes interventions designed to improve the school’s
ability to educate all students to high standards.

1

2 3 4

14. An annual review is conducted to get information for improving next year’s programs.

1

2 3 4

access student data

1

2 3 4

analyze student data

1

2 3 4

use data for school improvement

1

2 3 4

16. The school counseling program has the resources to allow counselors to complete
appropriate professional development activities.

1

2 3 4

17. School counseling priorities are represented on curriculum and education committees.

1

2 3 4

18. School counselors communicate with parents to coordinate student achievement and
gain feedback for program improvement.

1

2 3 4

15. School counselors use computer software to:
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School Counseling Program Component Scale (SCPCS)
1. Develop goals for the school counseling program
2. Lower the student-to-counselor ratio
3. Identify specific student competencies to which the school counseling program, curricula,
or activities contribute or align
4. Write a mission statement or philosophy
5. Consult more with administration regarding improvement of tile counseling program
6. Delineate specific counseling and non-counseling activities
7. Utilize school-wide and student data to design new counseling activities
8. Design activities to assist students in attaining or achieving competencies
9. Monitor/document systematic delivery of school counseling curricula and services
10. Adhere (for the most part) to the delineated counseling and non-counseling activities
11. Use data to demonstrate the impact of the school counseling program on student success
in school
12. Identity, specific state content standards to which the school counseling programs,
curricula, or activities contribute or align
13. Participate in school-wide leadership activities promoting academic SUCCESS
14. Use data to measure the outcome results of the school counseling program
15. Monitor achievement of student competencies
16. Present the results of the school counseling program to formal body, committee, or
advisory board
17. Utilize various student data to identity' gaps

18. Monitor trends in student academic achievement data (graduation rates, test scores)
19. Monitor and evaluate trends in student personal/social data (Attendance,
suspensions)
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Protocol Title: How accurately do school counselor beliefs regarding the ASCA National Model
components predict implementation of a comprehensive school counseling program?
Protocol Number: 15-094
Principal Investigator: Ms. Rachael Ammons Whitaker
Date of Determination: 3/20/2015
Qualifying Exempt Category: 45 CFR 46.101(b)(2)
Attachments: Stamped informed consent in separate email
Dear Ms. Ammons Whitaker:
The Human Research Protection Program has determined the above referenced project exempt
from IRB review.
Please note the following:
 Retain a copy of this correspondence for your records.
 An approval stamp is required on all informed consents. You must use the stamped
consent form for obtaining consent from participants.
 Only the MSU staff and students named on the application are approved as MSU
investigators and/or key personnel for this study.
 The approved study will expire on 7/1/2015, which was the completion date indicated on
your application. If additional time is needed, submit a continuation request. (SOP 0107 Continuing Review of Approved Applications)
 Any modifications to the project must be reviewed and approved by the HRPP prior to
implementation. Any failure to adhere to the approved protocol could result in
suspension or termination of your project.
 Per university requirement, all research-related records (e.g. application materials, letters
of support, signed consent forms, etc.) must be retained and available for audit for a
period of at least 3 years after the research has ended.
 It is the responsibility of the investigator to promptly report events that may represent
unanticipated problems involving risks to subjects or others.\
This determination is issued under the Mississippi State University's OHRP Federalwide As!
surance #FWA00000203. All forms and procedures can be found on the HRPP
website: www.orc.msstate.edu.
Thank you for your cooperation and good luck to you in conducting this research project. If you
have questions or concerns, please contact me at nmorse@orc.msstate.edu or call 662-3255220.
Finally, we would greatly appreciate your feedback on the HRPP approval process. Please take a
few minutes to complete our survey athttps://www.surveymonkey.com/s/PPM2FBP.
Sincerely,
Nicole Morse, CIP
IRB Compliance Administrator
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